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PREFACE 


Child Development: The Emerging Self emphasizes both the 
internal growth forces and the external adjustment processes related to 
the "emerging self." At the same time the child is developing internally, 
he must learn to adjust himself to the problems of self and those about 
him. While not providing a detailed analysis of all the factors involved in 
the growth process, this book is instead an overview of the entire field of 
child development and is accompanied by references to authors who have 
treated certain of these aspects of development in greater detail. 

Various theoretical positions are presented, but the significance 
of self theory and the specific pattern and style of life in understanding 
the individual child are stressed throughout the text. Points of view are 
documented by research in all of the areas. The book aims to provide the 
reader with the ability to recognize individuality in the child and work 
with the theory and principles of child development in facilitating the 
child's total development. 

Although the book is organized on a conceptual basis, the em- 
phasis is always on the relationship between these developmental proc- 
esses. The book first introduces the reader to the general field of child 
development and its background. This introduction is followed by refer- 
ences to the varied points of view which have had an influence upon 
research, child study techniques, and theories in the field of child devel- 
opment for our better understanding of the child and the development of 
human behavior. It is suggested that the student will become most com- 
petent in his understanding of the child if he attempts to apply and utilize 
some of these theories and techniques in the study of an individual. 

The chapters are organized to focus on certain pertinent issues 
which should direct the attention of the reader to some of the major con- 
cerns in the area of child development. Within the content of the chapters, 
the reader will find-questions that are partially based on the knowledge of 
what has been réad, but which should also extend the ability of the reader 
to apply and go beyond the data to the implications of this knowledge for 
working with children. These questions ate Placed within the body of the 
text to cause the reader to stop and ponder the implications of some of the 
material he is reading. Questions in this form should enable the student to 
become truly ego-involved in the concepts presented within the book. 

A readings list is included beginning on page 394, which has 
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extensively keyed articles from a large variety of readings books to each 
chapter of the book. This list should enable the interested or advanced 
student to go into greater detail in each of the areas covered by the text. 

Each chapter attempts to present some significant research on the area 
involved. It also will point out particular articles on the reading list that 
might be of special interest while directing the reader to books particu- 
larly related to the chapter topic. At the conclusion of each chapter there 
will be a brief discussion of the implications of the material concerned for 
teachers and parents. | 

The student is encouraged to become acquainted with several children 
to the extent that he may see some of the principles of human develop- 
ment in action. Where the book is used in connection with a course, cer- 
tainly required observation experiences would add considerable depth to 
the content of the course. : 

It is the hope of the author that this text will provide a comprehensive 
survey of the child development area, and specific implications for p 
cal work with the child in School or home. It should enable the individua 
to apply a human theory of motivation to an understanding of relation- 
ships with the child. 


Many persons have helped me in the preparation of this book. I am 


grateful for the opportunity to learn about children through observation 
of 


my own children and other children I have had the privilege of know- 
ing as an elementary and high school teacher, camp instructor, athletic 
coach, and certainly as a psychologist in the schools and in private prac- 
tice. These children have taught me as much about human development as 
any experiences in the classroom or in reading. 

Certainly one who writes in a field that is as broad as the area of child 
development must acknowledge a debt to those who have preceded him, 
both for their theoretical assumptions and their specific research. These 
people I have named by citing their writings and research. This should 
serve both to acknowledge their contribution to the broad field and guide 
the reader to the original sources of much of this material. 

I would like to thank Priscilla Cooper for her assistance during the early 
development of this manuscript. I wish also to acknowledge the contribu- 
tion of my colleagues in the Psychology Department who have provided 
me with a regular source of stimulation in this area, especially the help of 
Sara Ewald and Robert Greising who assisted in the critical analysis of 
this material in its early stages. In addition, the reviews and constructive 
Suggestions contributed by Dr. Arthur DeLong, Dr. Reuben Rusch, Dr. 
Weldon Frase, and Dr. Gerald Kowitz were most helpful. 

Sincere thanks are in order for the assistance of the people at Prentice- 
Hall. An important influence on this material has been received in the 
fotm of the critical review and evaluation which was conducted by the 
professional reviewers, Dr. Arthur Jersild and Dr. Don Hamachek. They 
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also helped by providing leads to material which expanded the content of 
this volume. 

I would like to acknowledge the support provided by my family during 
my prolonged preoccupation with the project. In particular I acknowledge 
the assistance of my wife who has provided regular typing assistance, pa- 
tience, and encouragement in the development of this book. 


D.D. 
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INTRODUCTION TO 
CHILD DEVELOPMENT 


Each person comes to the formal study of child development 
with a unique background and a unique set of expectations. 
Unlike the approach to many academic disciplines, opinions 
have already been formulated and points of' view developed. 
For some, reading in fiction has provided a number of insights 
into the world of the child. Others have been exposed to news- | 
paper columns and popular magazine articles. Still others bring 

their experiences as members of large families, as parents, sib- | 
lings, baby-sitters, club leaders, or teachers in a variety of set- 
tings. Everyone also brings the experience of his own childhood, 
which obviously has an influence upon his understanding of 


\ 

the child. ! 
The varied expectations of students influence their ability to | 
profit from the study of the child. Some expect to develop spe- | 


cific competencies in preparation for parenthood or teaching. 
Others may seek to understand a specific child more ade- \ 
quately. Still others want to relate the material to their specific $ 
needs in any one of a large number of professions that require | 
an understanding of child psychology. Thus, one recognizes 

that child development is frequently studied by students of | 
widely varied experiences, backgrounds, and expectations. | 
Their previous experience may even hinder their ability to un- ( 
derstand child development. 


THE PURPOSE OF STUDYING CHILDREN 


Regardless of individual backgrounds and concerns, it is de- 


sirable to examine our purposes in studying child development. ; 
We want to acquire the following competencies: 


1. The ability to reco 
to reco 
life. 

2. An understanding of the theories and principles of child de- 
velopment so that one can understand development in terms of 


gnize individuality. This implies the ability | 
gnize the uniqueness of each child's traits and view of | 


the varied hereditary, environmental, and self influences usually involved. 
3. An increased effectiveness in observing and interpreting the pattern 
of individual behavior. 

4. The ability to differentiate and evaluate the effectiveness of varying 


| points of view in child study. 
5. The development of a point of view and set of principles basic to guid- — > 
| ing children more effectively in the learning and adjustment proces 


6. The ability to locate and utilize a variety of resource material from the 
vast literature on child development. 


with learning a number of facts, but also with developing skills which can 
help him both personally and professionally throughout his life. This ne- 
cessitates the continuing and purposeful observation of children in action, 
to supplement regular class study. As times goes on, he will be able to 
i apply his knowledge and experience to interact more effectively with chil: 
ren. 


Thus, the student of child development should be involved not merely 
k 


ALLIED FIELDS OF STUDY 


Child development is a broad behavioral science that draws upon many 
fields. The child development specialist must truly be multidisciplinary 
by giving consideration to findings from scientists and students in related 
fields. 


Anthropology 


Anthropologists have contributed much to the understanding of chil- 
dren by pointing out cultural influences on the developing personality. 
Their studies have brought an awareness of the effects of different cul- 
| tures and even of the effects of regional cultures within single countries, 
'They have shown the importance of socioeconomic status as a factor to 
| consider in understanding the child. Anthropology, by pointing out the 
| effect of culture on values, attitudes, and ideals, clarifies how a culture 
helps shape development. 
The contribution of anthropology to child study can be explored more 
thoroughly in many books and journals, including: 


Benedict, Ruth, Patterns of Culture. New York: Houghton Mifflin Com- 
pany, 1934. 

Linton, Ralph, The Cultural Background of Personality. New York; 
Appleton-Century-Crofts, 1945. 

Mead, Margaret and F. C. Macgregor, Growth and Culture. New York: 
С. Р. Putnam’s Sons, 1951. 
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Biology 


Biological research has brought an awareness of the influence of heredi- 
tary factors on child development. The study of prenatal functioning and 
early postnatal development is a specific contribution of thé biologist, to 
whom much of our understanding of genetics and other aspects of physi- 
cal growth is due. For further study, refer to: 


Berelson, Bernard and Gary Steiner. Human Behavior: An Inventory of 
Scientific Findings. New York: Harcourt, Brace & World, Inc., 1964. 


Gesell, Arnold, Infancy and Human Growth. New York: The Macmillan 
Company, 1928. 


Psychology 


Psychology has made a major contribution to the field of child study 
through its development of (1) various points of view about human be- 
havior and (2) techniques for measuring individual differences. The psy- 
chologist has been interested in research and experimentation, and many 
of the studies presented in this book were developed and presented by 
psychologists. Also, the child development specialist has been able to draw 
analogies and formulate hypotheses on the basis of general principles de- 
veloped from the study of intelligence, motivation, emotion, learning, and 
other fields of general psychology. The student of child development will 
want to become familiar with a number of publications in the field of psy- 
chology which include: 


- 


Annual Review of Psychology. Palo Alto, Calif.: Annual Reviews, Inc. 


Carmichael, L., Manual of Child Psychology, 2nd ed. New York: John 
Wiley & Sons, Inc., 1954. 


Child Development. Yellow Springs, Ohio: Antioch Press. 


Child Development Abstracts. Lafayette, Ind.: Society for Research in 
Child Development, Inc., Purdue University. 


Child Psychology, Yearbook 62, Part 1. Chicago: National Society for 
the Study of Education, 1963. 


Hoffman, Martin L. and Lois W. Hoffman, Review of Child Develop- 
ment Research, 1. New York: Russell Sage Foundation, 1964. 


Psychological Abstracts. Washington, D.C.: The American Psychological 
Association, Inc. 


Sociology 


The sociologist has been interested in the study of the behavior of man 
in the group. He has focused on the importance of the social situation in 
which behavior develops. Sociology's study of social forces emphasizes 
the fact that both at home and in school one is dealing with the child 
within the group. Behavior becomes particularly meaningful when seen in 
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relationship to the social setting. Thus, sociology reflects the total person- 
ality as a function of human relationships. Suggested supplementary read- 
ing includes: 


Bossard, James, The Sociology of Child Development, rev. ed. New 
York: Harper & Row, Publishers, Inc., 1954. 

Clausen, John А. and Judith R. Williams, “Sociological Correlates of 
Child Behavior" in Child Psychology, The Sixty-second Yearbook of the 
National Society for the Study of Education, Part 1. Chicago, Ill.: The 
University of Chicago Press, 1963, p. 62. 


Medicine 


Child study has been influenced by many different areas in the field of 
medicine. Knowledge of the way glands affect general physiological func- 
tioning has led to research by medical personnel in some of the child de- 
velopment institutes on the effect of hormones and vitamins on child 
development. Medical research is also responsible for the increasing use 
of drugs in treating psychological disturbances of childhood. Pediatricians 
have emphasized the significance of the developmental history in under- 
standing the individual. They have been particularly interested in such 
problems as feeding, toilet training, sleeping, and other early develop- 
mental habits, and are the source of much information about prenatal fac- 
tors and nutritional influences. 

Pediatricians have also been concerned with the establishment of norms 
and the assessment of the developmental status of children. The need for 
longitudinal studies—the continued study of the same children over an 
extended period of years—was shown by the problems that developed in 
the establishment of norms. The psychiatric and pediatric literature can 
be explored further in: 


Kanner, Leo, Child Psychiatry. Springfield, Ill: Charles C Thomas, 
Publisher, 1957. 

Watson, E. H. and G. H. Lowrey, Growth and Development of Children. 
Chicago: Year Book Medical Publishers, 1962. 


Education and Educational Psychology 


The growth of education as a profession has been accompanied by the 
development of the field of educational psychology, which is devoted 
specifically to a study of the child in the educational setting. Educational 
psychologists have been concerned with problems involving the interrela- 
tionship of child development and educational practice, the psychology of 
learning, motivation, guidance within the school, and the assessment and 
evaluation of school children. 

The student of child development will find the work of educational psy- 
chologists presented intensively in such materials as: 
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The Encyclopedia of Educational Research. New York: The Macmillan 
Company, 1960. 


Handbook of Research on Teaching. Washington, D.C.: American Edu- 
cational Research Association, 1963. 


Review of Educational Research. Washington, D.C.: American Educa- 
tional Research Association. 


These publications were all prepared by the American Educational Re- 
search Association and provide a wealth of practical material on the 
child and his experiences in one of the most vital of his developmental 
tasks, that of functioning within the school and meeting its expectations. 


INSTITUTES OF CHILD DEVELOPMENT AND CHILD STUDY 


The student of child development should be aware of the large num- 
ber of research institutions devoted to child study. This section will give a 
brief overview of some work already done at these institutions. They are 
constantly producing research of interest to both parents and teachers. 
The student who desires to do advanced study or who wants to become 
more familiar with some of the basic research in the field might obtain 
from these institutes (see list on page 408) information regarding their 
current research or a bibliography of their publications. 

Some of the earliest growth studies were those started by W. Dearborn 
at Harvard in 1922. The Harvard Growth Study gave both mental and 
physical tests annually from the time of entrance into first grade until 
completion of high school to one of the largest school populations studied 
up to that time. 

Bird Baldwin at the Iowa Child Welfare Research Station was one of 
the first to investigate such factors as the interrelationship of mental and 
physical development. He was also involved in studies of mental and 
physical growth curves as early as 1921. 

Lewis Terman at Stanford conducted an intensive study of gifted chil- 
dren, which became a classic in the field.! These children were studied in 
detail beginning in 1921-1922. Follow-up studies occurred in 1927-1928, 
1939-1940, and 1950-1952, and questionnaire contact was made as re- 
cently as 1955 and 1960. 

Following is a brief overview of some of the types of research being 
conducted at child study institutes around the country. The student who 
is interested in a more extensive review of the institutes should refer to: 


Kagan, Jerome, “American Longitudinal Research on Psychological De- 
velopment,” Child Development, 35 (1964), 1-32. 


The Child Research Council (Denver, Colorado) has been functioning 


since 1923. Its major focus is on the entire life cycle of growth, with par- 


1 Lewis Terman, Genetic Studies of Genius (Stanford, Calif.: Stanford University 
Press, 1925-59), Vol. I-V. 
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ticular attention to the adaptations and adjustments of the individuals 
within the study. One of the objectives has been to search for laws that 
would make it possible to make predictions on an individual basis. Asso- 
ciated with the School of Medicine at the University of Colorado and un- 
der the leadership of a medical doctor, it has kept extensive medical 
records on all of the children involved, including records of physical 
growth, X-ray studies, blood samples, and basal metabolisms. There have 
also been extensive psychological tests of intellectual and affective func- 
tions in the attempt to determine the relationships of all aspects of de- 
velopment. 

Fels Research Institute for the Study of Human Development (Yellow 
Springs, Ohio) operates four departments—physiology and neurophysi- 
ology, physical growth and biochemistry—a clear indication of its broad 
multidisciplinary approach. It has produced extensive studies of the au- 
tonomic nervous system and the relationship between this system and the 
behavior of individuals under varying conditions, There has been an at- 
tempt to develop a physiological basis for understanding some of the rela- 
tionships that may exist between temperament and performance. The 
psychology department at Fels has investigated personality development 
extensively. Among the major problem areas under study at Fels have 
been the relationship between changes in IQ and personality; the influ- 
ence of parental behavior and attitudes on a child's development; the 
long-term stability of personality traits from childhood throughout adult- 
hood. 

Because of the many disciplines involved in research at the Fels Insti- 
tute, this must be considered one of the most complete longitudinal studies 
available anywhere. An example of their long-term intensive study of de- 
velopment can be found in a monograph by Sontag, Baker, and Nelson. 
Second-generation children have been added to the study and promise to 
provide students of child development with a continuing series of signifi- 
cant information. While the major commitment at Fels has been to longi- 
tudinal study, cross-sectional and experimental approaches have also been 
utilized. 

The Institute of Human Development (University of California, Berke- 
ley, California) has been engaged in a longitudinal study of personality 
and behavior development in a group of normal children. This is essen- 
tially a genetic study, and has focused on clinical observation of the de- 
velopment of adjusted and maladjusted behavior. The investigators have 
charted, by age and sex, the frequency of various behaviors as reported 


2L. Sontag, C. Baker, and V. Nelson, Mental Growth and Personality Development: 
A Longitudinal Study, Monographs of the Society for Research in Child Develop- 
ment (Yellow Springs, Ohio: Society for Research in Child Development, 1958) XXIII, 
No. 2. 
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by mothers over an extensive period of time. This research has been a 
basis for determining the types of problems which tend to increase with 
age, those which decline with age, and those which tend to reach a peak 
and then subside, as well as those which tend to show little or no relation- 
Ship to age. The study has tended to raise questions about some facets of 
present personality theory and has given a more clear-cut picture of the 
development of normal children. 

Investigators at the University of California have also engaged in an in- 
tensive study of adolescence. Children first seen at eleven to twelve years 
of age were followed rather intensively for the next six years. Follow-up 
studies were conducted with this group when they were between thirty- 
eight and forty years of age. 

The Berkeley Growth study under the direction of Nancy Bayley and 
Dorothy Eichorn began with infants within the first two months of life. 
Each child was seen at six-month intervals until eighteen years of age. 
Follow-up was conducted with the subjects at ages twenty-one, and be- 
tween age twenty-one and twenty-five. Extensive data on the relationship 
between the development of intelligence, anthropometric data and ma- 
ternal behavior have been collected. 

The University of Minnesota Institute of Child Welfare has also been 
involved in long-term study of the development of children. 

In one study,* the extent to which later adjustment can be predicted 
from earlier psychological measures and other data was examined, with a 
view to developing a screening instrument to identify children and adoles- 
cents with potential psychological difficulties. The institute, under the 
direction of John Anderson, has also conducted a follow-up study of its 
nursery school children. Contacted at about the age of twenty-eight years, 

the subjects were tested and interviewed. Comprehensive data on the 
adults and the earlier childhood information derived from records of men- 
tal tests, parent interviews, and behavioral observations are used to inves- 
tigate the relationship between adult adjustment and early experience. 

Yale University Child Study Center (New Haven, Connecticut) con- 
nected with the Yale University School of Medicine, is particularly well- 
known because of several books by Arnold Gesell.5 Its past focus was on 
a descriptive approach to child development. Yale studies consisted of 
psychological examinations, performance and readiness tests, obsefvational 


3 Jean MacFarlane, L. Allen, and M. Honzik, A Developmental Study of the Be- 
havior Problems of Normal Children between Twenty-one Months and Fourteen 
Years (Los Angeles: University of California Press, 1954). 

4 Institute of Child Development, А Survey of Children's Adjustment Over Time: А 
Report to the People of Nobles County, Minneapolis (Minneapolis: University of 


Minnesota Press, 1959). Р 
5 A. Gesell апа Е. Ilg, Child Development (New York: Harper & Row, Publishers, 


Inc., 1949). 
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records, and interviews. The Center's conclusion that certain maturity 
traits tend to occur at certain ages gave a clearer picture of the sequence 
of development. The studies stressed the importance of recognizing the 
unity of the growth complex. { 

The Merrill-Palmer School (Detroit, Michigan) longitudinal studies of 
individual development are designed to disclose the pattern of each child's 
growth and his total family constellation and to determine ways m which 
this fundamental knowledge can contribute to an understanding of the 
basic processes of growth: The school has developed techniques for ap- 
praising developmental status and progress and for utilizing the concept 
of maturity indicators, which are any clearly defined stage of development 
either of function or of a structure or body part. Complete records are 
kept on the children at Merrill-Palmer for use in evaluating their stages 
of maturity. Measurements are not considered as set points in develop- 
ment, but rather as a range or zone of performance. 

The Institute of Child Study (University of Toronto, Toronto, Ontario) 
bases its research on observation of the many aspects of the normal child's 
development, including physical, mental, personality, social, perceptual! 
motor, and physiological factors. Its unique focus has developed from 
studies related to the Security Theory of the former director, W. Blatz, 
who believed that a person was secure to the extent that he could make 
decisions and accept the consequences of his decision. According to Blatz, 
"independent security," although perhaps never fully obtainable, repre- 
sented the ideal adjustment? 

Gesell Institute of Child Development (New Haven, Connecticut) has 
concentrated on studies concerning the readiness of children for school. 
Its clinical services have been available for children from birth through 
age sixteen, and it also provides lectures for parent groups and syndicated 
columns on child problems. An interesting study has related to the devel- 
opment of a school placement examination. Research investigators have 
reported the development of a fairly satisfactory method of determining 
a child's developmental level, and hence proper school placement. The 
Gesell Institute has been conducting workshops for developmental guid- 
ance coordinators on the use of this examination service within the school. 

Iowa Child Welfare Research Station (State University of Iowa, Iowa 
City, Iowa) has been known for some of the most significant historical 
studies in the field of child development. One project, the development of 
a program for education in human behavior, led by Dr. Ralph Ojemann, 
has focused on preventive psychiatry and the development of materials of 
a mental health nature for use in the schools. 


в i f Child Study, Studies of the Growth of Securiiy (Toronto, Ont.: Uni- 
шр Toronto Press, 1959), and W. Blatz, Understanding the Young Child (New 
York: William Morrow & Co., Inc., 1944). 
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The Institute for Child Study (University of Maryland, College Park, 
Maryland) originally developed by Daniel Prescott, is unique in that it 
has focused primarily on servicing school systems and providing leaders 
for child study groups. The purpose of this work is to arrive at a better 
understanding of all children through intensive study of individual chil- 


. dren. The workshop and field services of the institute have been utilized 


in many communities throughout the United States. 

This brief presentation should make one aware of the great amount of 
time, effort, and money involved in child development research by for- 
mally organized institutes. 


THE WHOLE CHILD AND GROWTH INTERRELATIONSHIPS 


To understand the child and his development you must recognize that 
no one factor can ever be discussed without considering its relationship to 
the whole. АП growth and development are interrelated, whether they be 
the interaction of the organism with its environment, the effect of intel- 
lectual factors upon emotional development, or the influence of social fac- 
tors in motivating the child. Although individual factors may be separated 
for academic consideration, interactions with the child will soon make you 
aware of the importance of interrelationships. As you come to see all growth 
as part of a pattern, you will more effectively understand the individual. 
Many facets of growth and development are confusing when viewed in 
isolation, but they take on meaning when related to the total. pattern of 
physical and psychological growth. 

Developmental information helps you to see the child in relationship 
both to normative expectations and to his own uniqueness and particular 
style of life. As your awareness of the significance of developmental pat- 
terns grows, the child will be seen in relationship to the sequence of 
development. It will be easier to understand his problems if you try to 
understand what he is specifically attempting to accomplish as an indi- 
vidual and how his efforts fit his particular pattern. The approach to 
understanding the child, then, is characterized by recognition that the 
individual has an indivisible unity. Any attempt to understand his behav- 
ior without seeing it in the light of the total pattern will prove ineffectual. 

Basic to an understanding of behavior is recognition of the fact that 
the individual is constantly seeking to.maintain or establish equilibrium. 
This implies that patterned behavior is inevitable. At any given time the 
individual is obviously making the most effective adjustment he knows 
how to make from his point of view. Thus, it is imperative to learn how he 
views the world and how he has come to interpret his environment and 


experiences. 
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1. What does the concept of the whole child and growth interrelation- 
ships imply for school records? Which types of record might bé par- 
ticularly effective in producing understanding of the child? 

2. How might a study of growth interrelationships contribute to an un- 
derstanding of a child who is having adjustment difficulties in the 
school or at home? 

3. What are the implications for the organization of the schools and for 
the types of learning experiences in the theory which stresses the in- 
terrelationship of all growth? 2 


1 
JFUNDAMENTAL NEEDS OF CHILDREN 


A major purpose in studying child development is to help you relate to 
children effectively. In order to accomplish this it is necessary to integrate 
knowledge of children into a framework that facilitates action. Knowl- 
edge of need theory will be of great assistance. In order for the child to 
maintain the psychological equilibrium previously mentioned, there must 
be need satisfaction. Needs will be discussed at length in the chapter on 
emotional development; at this point we will merely indicate the child's 
fundamental needs. 


1. The need to be loved and accepted unconditionally. 

2. The need for security—to be safe and relatively free of threat. 

3, The need to belong, to be a part of the group, and to feel identification 
and acceptance. 

4. The need to be recognized, to gain approval, to feel significant and ac- 
cepted for the way in which he functions. 

5. The need to be independent, to take responsibility, and to make choices. 


There are many needs. Much has already been said about them,” yet 
more could and will be said. Here it is important only to recognize that 
when these needs are denied or unmet, the development of the child will 
be affected. Need deprivation must be recognized, and action programs 
instituted to meet them. 
ooo 
4. How would you go about determining need deprivation in a specific 
child? Discuss the relationship of the basic needs to problems in a spe- 
cific group of children you have observed. 
5. What kinds of forces would affect needs and their potency for a given 
individual? Is need theory something we can deal with on a preventive 
basis, and if so, make specific recommendations? 


т i ting discussion of needs appears in James Hymes Understanding Your 
Child (Englewood Cliffs, NJ.: Prentice-Hall, Inc., 1952) in which the author refers 


to “the hunger inside.” 
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Seeing the Pattern in Development 


Growth theory and psychological theory both point to the significance 
of the pattern in comprehending the uniqueness of the individual. Child 
development specialists like Willard Olson’ and Cecil Millard? have 
stressed the organismic point of view. This point of view interprets all 
aspects of development in relationship to a life pattern. In their longitudi- 
nal studies they have collected data which have made it possible to see 
all growth in relationship to a pattern. When comprehensive longitudinal 
data are available, more effective decisions can be made relative to the 
individual’s adjustment and learning. 

Adlerian theory has placed the greatest emphasis on the individual's 
style of life and his pattern of interaction. Adlerians believe that there is 
a basic unity to all behavior and that this can best be understood through 
an awareness of the child's style of life and the goal-directed nature of 
behavior. The style of life refers to the child's characteristic way of re- 
acting based on his evaluation of self and society. The point of view is 
subjective. This theory takes a phenomenological approach similar to that 
of Carl Rogers,? Arthur Combs and Donald Snygg," and Gordon All- 
рогі,!? emphasizing the vital need to determine how the child sees the 
situation and how he feels about it. Stress here is placed on developing 
familiarity with the child's concept of self to facilitate empathizing with 
his view of the world. 

The theories of Olson and Adler have dealt basically with different 
types of data—Olson with the primarily physical and mental, Adler with 
the psychological—but they are in general agreement in their emphasis on 
the importance of the pattern. In dealing with the child you must be care- 
ful to avoid looking at events and interactions as a series of unrelated 
events. Knowledge of the individual's style and pattern enables you to 
make predictions about behavior and growth. This approach requires an 
analysis of the direction in which the individual is moving in terms of 
both physical and psychological patterns. The parent or teacher who ad- 
heres to this point of view attempts to see all behavior in relationship to 
the whole. He is concerned with the specific event only in-so-far as it re- 
lates to the total behavioral pattern of the child. He avoids dealing with a 


8 Willard C. Olson, Child Development, 2nd ed. (Boston: D. C. Heath & Company, 
1959). 

9 Cecil V. Millard, The Elementary School Child: A Book of Cases (New York: The 
Dryden Press, 1957). 

10 Carl Rogers, Client-Centered Therapy (Boston: Houghton Mifflin Company, 1951). 
11 Arthur Combs and Donald Snygg, Individual Behavior (New York: Harper & Row, 
Publishers, Inc., 1959). , 
12 Gordon W. Allport, Becoming, Basic Considerations for a Psychology of Personality 
(New Haven: Yale University Press, 1955). 
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continual series of discrete events and instead has confidence that his 
knowledge of the total developmental pattern provides a sounder basis 
for long-term learning, development, and guidance. 


E —————————PÓ— À— a ae ee 
6. John, age twelve, is the oldest child with a brother Bill, age ten, and 
sister Jean, age five. John does very well in school, while Bill excels 
athletically and in social contacts. Jean is the "queen" of the family and 
obtains service from both aduits and siblings. 

John is very concerned that his answers in school be just right. He 
has considerable tension when examinations are announced and finds 
it difficult to concentrate as he would like to during the exams. 

Bill appears little concerned about academic demands and must be 
"pushed" regularly by both parents and teachers to accomplish work. 

John can always be counted on to use schoolwork as an excuse for 
not completing jobs at home. Bill often volunteers to help and regu- 

| larly completes the chores expected of him. 

| This description is limited by space. What other types of information 

| would you need about these boys to understand them and assist them 
to function more effectively, as opposed to one who sees development 
as a series of discrete events would explain this behavior? How would 
one's actual approach to the child be affected as one comprehends the 
total pattern and the direction of psychological movement? 


SSeS dl 


Development should be viewed as a product of hereditary, environ- 
mental, and self forces. The continual interaction between heredity and 
environment, combined with the child's primary reaction pattern and his 
capacity to choose, are the key factors in understanding development. To 
function effectively with children, it is necessary to have (1) a broad 
framework, which helps to set guidelines and interpret both behavior and 
misbehavior and (2) a knowledge of the child's specific pattern. This pre- 
vents the adult from dealing with the child on a haphazard basis dictated = 
by the moods of ће moment. Instead, he can operate on the basis of al- 
ready established principles that have been proved effective in under- 
standing and guiding the child's development. 


POINTS OF VIEW IN CHILD STUDY 


As one delves into the subject, it soon becomes apparent that there are 
two major approaches to the study of the child. One school of thought is 
concerned primarily with the factors in development that can be measured 
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objectively; the other focuses primarily on the subjective aspects of the 
child's experience. The psychologist who uses the objective point of view 
in his research is primarily concerned with quantitative measurements of 
physical growth, the development of ability, and other such data. The 
psychologist who identifies with the subjective point of view is mainly 
concerned with the child's perceptions and feelings—in other words, with 
the aspect of the child referred to as the self. 

Psychologists might also be divided on the basis of their allegiance to 
nomothetic laws—those that are generally applicable to all children—or 
idiographic laws—those that apply to the child as an individual. A consid- 
erable amount of normative information has been derived from nomo- 
thetic studies, information about the average child and about typical 
behavior of children at various stages in life. The proponents of idio- 
graphic laws feel that significant research and effective practice must 
both be based upon intensive study of the individual—as they would put 
it, upon the law of the case. These psychologists, obviously, are in accord 
with those who have stressed the significance of understanding the de- 
velopmental pattern and the life style. 

The techniques for child study can also be divided by contrasting the 
cross-sectional, status study with the longitudinal study. In evaluating 
reading and research it will always be significant to consider whether the 
data were obtained from a cross-sectional status study or from a longi- 
tudinal study. 

The cross-sectional, status study is one in which single testings are ap- 
plied to a large number of cases at the same point in a chronological se- 
quence, e.g., all sixth graders or all eight year olds. Statistical techniques 
are used with the data obtained to form conclusions about the average 
child. A composite picture of the average child’s course of development is 
made by combining the results of many cross-sectional testings at differ- 
ent points in.the time sequence. 

The longitudinal study generally deals with a smaller number of indi- 
viduals and follows each of them over a longer period of time, usually 
through several cycles of development. 

It is important to recognize that the longitudinal method and the cross- 
sectional, status study method provide different types of data. The cross- 
sectional, status study always deals with a child at a specific time or place 
in his total developmental sequence; it cannot tell what has happened to 
him prior to this point, nor does it consider his rate of growth. The longi- 
tudinal study takes into account the unique designs of individual children 
who possess highly individualized rates of development; it is considered 
vital to appraise all of these factors over a period of time. These long-term 
investigations are characterized by repeated observations or measurements 
of the same individual in order to consider the pertinent developmental 
factors. 


EAA n ———— - 


INTRODUCTION TO CHILD DEVELOPMENT 


A POINT OF VIEW IN UNDERSTANDING 
BEHAVIOR AND MISBEHAVIOR 


Insights gained from the fields of developmental psychology, psychia- 
try, counseling, and learning theory have provided a framework for un- 
derstanding and correcting problems in the educational process. They can 
also help to establish guidelines for the understanding of behavior and 
misbehavior in a number of other personal and professional relationships 
with children. 

To function effectively with children you need to establish a set of 
formulations that account for the why of behavior and that permit devel- 
opment of a therapeutic approach to the learning and developmental 
process. The principles presented here have been found effective in under- 
standing and guiding behavior. They essentially present a type of bias 
about human behavior. The reader should evaluate critically this opinion 
and decide what modifications are necessary to adapt these principles to 
his practice. It will be a good idea to make similar critical appraisals of 
all points of view presented in this book, as obviously you must integrate 
new principles and ideas with your own philosophy and with your per- 
sonality assets and limitations. 

The suggested framework proceeds on the assumption that every hu- 
man being is of value and has a right to optimum development as a per- 
son of usefulness to society. It recognizes that every human being is 
different from all others and possesses a unique set of goals, percepts, lia- 
bilities, and assets. Each individual seeks significance in his own manner. 
Our job is to assist each child, without force or pressure, to grow in rela- 
tionship to his uniqueness through a process which takes into account his 
uniqueness and makes him an acceptable and contributing: member of 
society. 

We would recognize that developmental rates vary from child to child 
and that learning will be most effective when the proper stage of matura- 
tion or readiness is reached. Readiness is not seen as occurring only at 
certain periods, such as entrance into elementary school or moving ahead 
to junior high school, but rather as a factor with which all who interact 
with the child must be concerned. 

Every child brings to the school his family, his culture, his goals, and 
his percepts. We must recognize how this uniqueness affects all of his 
interactions. Taking this into account, we believe that the utilization of 
intrinsic motives will generally be most effective in meeting the goals 
purposes, interests, and needs of the varying individuals. 

We see the child as proceeding through a series of sequential develop- 
mental tasks which must be completed for satisfactory growth in our so- 
ciety. The tasks occur in all of the areas of development. When the 
challenge of one task has been met successfully, the child has the courage 
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to enter into the following tasks. Failure to accomplish the task, however, 
creates problems in meeting personal, social responsibilities. 

Our framework believes the democratic process to be most effective in 
promoting growth in the individual. It acknowledges that the democratic 
process may not always be the most efficient, but if the objective is devel- 
opment, then the focus must be on methods which foster development 
most effectively. 

It is fundamental, then, to begin by recognizing the individuality of 
each child. This implies an awareness of both the child's assets and his 
liabilities. In order to deal with him most effectively we will find that a 
knowledge of the child's assets will be of greatest use in promoting his 
development. However, we must not come to believe that understanding 
will develop from any mere quantification of traits. In our cognizance of 
individuality we must seek to determine how the individual searches for 
significance. Primarily through informal observation and occasionally 
through formal techniques we become aware of the ways in which the 
child views the world. We can thus determine his uniqueness, his pur- 
poses, and his style of life, and use this knowledge to maximize his devel- 
opment within society. 

Biochemical individuality was demonstrated ín the research of Dear- 
born and Rothney!* when they found that in over three thousand children 
no two cases presented exactly the same developmental pattern. This is a 
surprising finding in the physical realm, and we can be even more certain 
of this same uniqueness in the psychological realm. We therefore caution 
against any attempt to type children in groups as gifted, slow-learning, 
culturally deprived, underachieving, or antisocial, if the intent is to give 
each member of a group identical treatment. The establishment of groups 
does not destroy or eliminate individuality. Recognition of the great value 
and significance of individuality would avert the error of assuming that 
proper grouping eliminates individual differences. 

The child is studied ip relationship to his readiness, his rate of develop- 
ment, and his interests. The varying levels of individual development and 
maturity should be considered whenever educational plans are being 
made. Proper educational placement frequently necessitates an increase 
in the individualization of instruction. This approach suggests that we act 
on research findings which have already demonstrated that the mean, me- 


dian, or modal scores are not representative of the great range of individu- . 


ality usually found in the group. The range of differences in almost all of 
the crucial factors increases as the child matures. Cook's finding of a four- 
year range in general intelligence among first graders and the increase in 


15 W. Dearborn and J. Rothney, Predicting the Child's Development (Cambridge, 
Mass.: Science-Art, 1941). 
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this range to almost eight years by the sixth grade demonstrates the in- 
crease in variability. As the child matures, variability increases. 


UNDERSTANDING OF GOALS 


A recognition of the purposive nature of behavior assists in understand- 
ing the child’s actions. We hold that most behavior is purposive and that 
actions are directed toward goals. This approach prefers purposivism to 
mechanism in any attempt to understand and guide behavior. While we 
would not deny causation, we feel that for most individuals it may be 
more important to become aware of the purpose than to look pessimis- 
tically at the cause, for, as we become aware of the purpose of behavior, 
we are then in a position to attempt to redirect and re-educate the child. 
Thus, we take a stand with a type of finalistic causality, believing that for 
the practitioner comprehending the goal for the future, an awareness of 
purpose is vital. This implies that students, teachers, and parents must 
become, in a sense, students of psychological movement. The movement 
will point to the direction of the purpose. The goal is really a stimulus 
that motivates and directs the action of the child. 

It is important to remember that goals may be conscious or unconscious. 
The individual is not always aware of his purposes or goals. The child 
may pursue many goals to achieve satisfaction and security; these goals 
do not necessarily produce interpersonal conflicts or misbehavior. In the 
individual’s attempts to meet his needs he may, however, resort to some 
of the goals of misbehavior, which have been listed by Dreikurs as: (1) 
the attention-getting mechanism, (2) the struggle for power and superi- 
ority, (3) the desire to retaliate or revenge his own feelings, (4) the dis- 
play of inadequacy, inferiority, or assumed disability.!5 

À child may prefer to seek attention in a pleasant manner, but he will 
act negatively if he has to, because this is better than being ignored. The 
child for whom attention is a primary goal will sometimes seek to achieve 
it through positive and successful efforts. Other children may resort to 
charm or cuteness. Often it will appear that the child's main purpose is 
keeping people busy with him. The child whose goal is power sets out 
to show that he can do what he wants and that he will not do what you 
want him to do. Even when you defeat this child, he is all the more con- 
vinced of the value of his goal, power. After all, by subduing him have 
you not also placed a great value on it? Another time this child may 
merely attempt to find a more effective method of achieving his goal. 


14 W, Cook, “Individual Differences and Curriculum Practice," Journal of Educational 


Vol. XXXIX (1948), 141. 
Bae sete Psychology in the Classroom (New York: Harper & Row, Pub- 


lishers, Inc., 1957). 
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The child whose goal is revenge believes his place can be won only by 
being extremely disliked. Antisocial behavior for these children may be 
rewarding in terms of the place it permits the child to take within the 
group. For some individuals status may be developed more effectively 
by going against the group's wishes than by conforming. The term vicious 
is actually viewed by these children as a symbol of success, for their goal 
is to retaliate and your response to their provocation of either you or the 
Broup is their triumph. 

The child who uses a display of inadequacy to attain his goal is fre- 
quently so discouraged that he cannot believe in his own worth. He uses 
or develops his inability as a protection. He does not participate or con- 
tribute, hoping to avoid what he anticipates would be even more dis- 
couraging experiences, This child will tend to exaggerate his inability so 
that nothing is required or expected from him. 

We can all learn to do a better job of recognizing some of the goals of 
misbehavior. Observing the individual's movements, checking our own 
Spontaneous reactions to the child's misbehavior, and noting the way in 
which the child responds to our corrective efforts are all ways in which 
we can help ourselves. In the section on Motivation we will deal more 
extensively with ways of diagnosing the child's goals. 

All behavior, then, has social meaning and gains relevance in relation 
to a specific social setting. The child will best be understood when he is 
seen in terms of his specific social environment and his set of interpersonal 
relationships. This point of view places social striving in a primary instead 
of a secondary position in explaining human behavior. 

The approach discussed here should make us aware of the role of vari- 
ous defense mechanisms in reducing tension. Understanding them may 
well provide an explanation of the child’s behavior and offer direct clues 


to the meaning of his conduct. We could also say that the child's feelings - 


serve as indicators of his psychological movement. 


MAJOR LIFE TASKS 


Each individual is confronted with three major life tasks—work, social, 
and sexual. As we observe his methods of coping with these major tasks, 
we can more adequately understand his behavior. The approach is always 
consistent with the life style, giving a clear picture of his view of life, 
his concern for others, his cooperativeness, and his courage. Failure to 
function in school according to expectations is a symptom of lack of cour- 
age or fear of cooperating. Primary work tasks frequently appear first in 
the home, but some children are successful in evading all the duties as- 
Signed to them by parents. Here we can see the way in which the child 
has already chosen to deal with some major life tasks. The school usually 


NM eom cL - 


e^, 


X. we 


INTRODUCTION TO CHILD DEVELOPMENT 


does not permit an easy evasion of the work task. When the child comes 
to school and encounters responsibilities, the characteristic manner in 
which he accepts the challenges of the school can provide a picture of his 
adjustment to life. 

The social task involves getting along first with other members of the 
family and eventually with one's peers. The individual's socia! relation- 
ships reflect his attitudes toward society. Observation will help us to de- 
termine whether he is moving toward people, against people, or away from 
people. The child's social interactions give us real insight into his general 
adjustment to life's expectations. 

Every child eventually becomes a man or woman, and he must start in 
childhood to play a sexual role appropriate to his culture. Some under- 
standing of the child's feelings of adequacy can be obtained by observing 
the manner in which he undertakes to play an appropriate sexual role. 
The boy who insists upon demonstrating his virility may really be con- 
cerned about his capacity to play an appropriate sexual role. 

The major life tasks that we have described so far are those human 
beings must deal with in different settings throughout life. In attempting 

to understand the child we must become familiar with developmental 
tasks and the way in which the child approaches them. This knowledge 
will assist in determining whether the specific child seems to be achieving 
an appropriate balance between dependence and independence—namely, 
an appropriate affectual pattern. Is he achieving a wholesome set of atti- 
tudes toward himself? It is important to recognize that the major life 
tasks arise in varying degrees at various times in the life of the individual 
and that his response to these tasks and their adequate accomplishment 
are what enable him to adjust effectively, 


INDIVIDUAL PERCEPTIONS 


Every individual exists in his own perceptual field. For him, reality is 
his life space or private world. We then are concerned with the way in 
which the individual experiences himself and his total environment at the 
instant of action. The child’s behavior makes sense to him because it ac- 
cords with his view of the world. From the point of view of the behaver, 
everything he does seems reasonable and necessary at the time he does it. 
If we are to be successful in changing his behavior, it will be important to 
comprehend his subjective view and his private logic. It is vital to see 
through his eyes and hear through his ears. Our listening, then, will be 
concerned with discerning the message his words and actions convey. It is 
often helpful as we either listen or observe, to ask how we would behave 
if his physical make-up, relationships, and experiences were ours. Empathy 
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precedes understanding. It will come when you attempt to put yourself 
in the other's place. 

A simple surface manipulation that achieves the teacher's immediate 

goal will not fundamentally change the child's view, purposes, or goal. If 
he feels, "People are against me. I don't belong. I'm the worst student in 
this group;" he will function accordingly regardless of the objective facts. 
We must, therefore, become familiar with methods of assessing the child's 
style of life and self concept. 
‚ Each individual makes personal interpretations of his experiences and 
assigns unique meaning to all that goes on about him. He does not really 
have experiences in common with others; rather he translates each experi- 
ence into his own terms, This implies that the individual has a freedom 
of choice and does decide for himself. The individualized interpretation 
ОЁ experiences underscores the importance of assessing the style of life. 
Certainly it points to the problems in any educational approaches which 
fail to take into consideration the subjective view of the individual. 4 

Behavior is always consistent with the concept of self, and perception 
changes under conditions that have relevance to the individual's basic 
need to enhance this self. The child is always moving toward growth and 
self-enhancement as he perceives it. Close inspection of his behavior, then, 
will point to his goals. Rogers has described this as follows: "Behavior is 
basically the goal-directed attempt of the organism to satisfy its need as 
experienced, in the field as perceived,”18 

We can come to a better understanding of the individual if we see his 
behavior in terms of meeting some present need. Johnny’s misbehavior 
may be most distressing to us but at the same time may provide insight 
into the types of corrective action we will need to take. 

We contend, then, that the organism reacts as a whole to the perceptual 
field. Any stimulus-response explanation of behavior eliminates the all 
important intervening variable of the organism itself, denying the indi- 
viduality of responses. We believe that the individual is more than the 
receiver of stimuli. We would add to the S-R model a S-I-R concept, 
indicating the capacity of the individual to interpret and perceive as he 
chooses. This approach cautions against assuming mechanical explanation 
of cause and effect—the child is what he is because he has been rejected; 
there was a divorce; he has a physical handicap. This type of automatic 
and mechanical evaluation of children does not produce insight. We must 
consider, instead, how the child interprets the parent's feelings, the di- 
vorce, or the physical handicap. How does he use the environmental situ- 
ation? 

This suggests that the child will live up to his reputation. If we treat 
him as "difficult to teach," “incorrigible,” or “impossible to discipline,” he 


16 Rogers, Client-Centered Therapy, p. 491. 
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will often justify our expectations. His actions are always a reflection of 
his present values and goals. Corrective efforts will of necessity deal with 
methods of changing his view of the world. - 


NEED DEPRIVATION 


We believe that there is obviously a hierarchy of needs as Maslow has 
indicated.!” The physiological needs, such as food, sleep, and exercise are 
basic to our understanding of the child's behavior. We need to attend to 
them but must also recognize that some may be beyond our particular 
capacity to manage effectively. Our deeper concern is with the psycho- 
logical needs of feeling secure, belonging, being accepted, being loved, 
being able to love, and being approved. We know that the individual 
must develop a feeling of self-esteem and self-actualization—a feeling of 
worth or worthiness—in order to function effectively within the school or 
family atmosphere. 

A considerable amount of anxiety or insecurity, resulting in lessened 
effectiveness in the life and developmental tasks, can be closely related 
to need deprivation and can affect the purposive responses the child 
chooses as a reaction to a situation. When needs are not met, there is 
fertile ground for the development of aggression, withdrawal, learning 
disabilities, and truancy. We would strongly suggest, however, that these 
may all be looked upon as symptoms. It is our responsibility to seek ways 
to reduce need deprivation and at the same time to become more percep- 
tive of why the individual uses need deprivation in this manner. 

Disturbances in behavior or adjustment and learning should be looked 
upon as signals or symptoms of psychological disturbance. We would 
avoid treating the fever and suggest dealings with the infection. These 
disturbances are interfering with normal development. In order to achieve 
academic learning most effectively, the child must be able to invest appro- 
priate psychic energy in his school experience. 

The psychology of use indicates that it is not the possession of mental 
capacity, but the use to which the individual puts the capacity that is our 
concern. We should investigate each type of learning and behavioral dis- 
turbance, in light of the total situation and our previous assumptions 
about the individual's functioning. Frequently, we will find that children 
do not function because for them the material is unrealistic. It does not 
fit into their present conception of the world. For other children, the 
school material may have little intrinsic value. It in no way relates to their 
goals, purposes, and needs. Still other children may not wish to change 


17 A. Maslow, Motivation and Personality (New York: Harper & Row, Publishers, 
Inc., 1954). 
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their values or to abandon immaturity and ineffectiveness. They may not 
wish to compete with either the group or their own capacities. A child 
may feel that caution is necessary because too much progress on his part 
may result in certain pressures or demands. 

If a child does not learn, is there something he fears? What purpose is 
served by this behavior? We need to come to grips with a number of fac- 
tors in understanding any individual's failure to function. For some chil- 
dren, failure to function is caused by the dynamics of discouragement, 
overambition, inadequacy, and feelings of not being as much as is ex- 
pected. For example, if a child feels that he does not belong in the group 
he will obviously be distracted from accomplishing tasks set for the 
group. Some children lack confidence in their ability and are sure they 
Will not succeed. They assume that they are worthless, inadequate, or 
failures, and concern with their status hampers their positive movement 
toward a functioning capacity. They assume that they cannot either com- 
pete or function. The overambitious lack the courage to be imperfect; 
they cannot accept the fact that all of us have certain imperfections and 
failures. As a result, if they cannot be first, the most, or the best, then 
they become the last or the worst. These children have a characteristi- 
cally pessimistic view of life, feeling it really is not worth the trouble. Com- 
paring themselves with their peers and feeling inferior, they do not try to 
keep up to par. 

Symptoms serve to keep the child safe and protect him from having to 
extend himself and accomplish what he fears he cannot do. This type of 
distorted perception and concept of self affects the evaluation of all his 
experience and serves as a continual limitation to functioning in children 
who do not wish to compete, who are concerned about taking on any 
additional responsibility. Learning for them is more threatening than the 
situation where they do not learn. 

Fundamental to our approach, then, is the concept of multiple causa- 
tion in understanding problems in either learning or personal social be- 
havior. We would always encourage child study to consider all the signifi- 
cant factors in child study, What role do basic physical factors play in 
studying the individual? What clues are provided by his growth rate, level 
of maturity, health history, general appearance, or motor skills? Certainly, 
his love relationships with parents, siblings, and other significant per- 
sons outside the family are highly influential. Other insights can be de- 
rived from the cultural background that the child is internalizing and the 
type of socialization processes he is experiencing in the home, the com- 
munity, and the school. Certainly the peer group and the role that he 
seeks and obtains in it can provide a partial explanation of behavior. In 
What ways does he achieve status? What is his concept of self; how does 
he feel about himself; what meaning does he give to all of his experi- 
ences? An investigation of the child's capacity to learn and his educational 
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achievement should be conducted. We need to investigate his emotional 
reactions and to assess the adjustment mechanisms he uses in coping with 
his problems. Beyond multiple causation, however, is an added dimension 
—the investigation of purposes, goals, and the style of life. 

Research at the University of Michigan by Olson and Hughes has indi- 
cated the relevance of physical and psychological developmental patterns 
to academic achievement. As we learn more about these developmental 
patterns, we will be better able to understand the relationship of differ- 
ent types of growth to academic success. In the psychological realm, 
the individual's evaluation of self and society also assists in determining 
the "law of the сазе,” or style of life, familiarity with which will give real 
direction to counseling, corrective work, and re-educational efforts. This 
characteristic pattern of responses is the guideline for the individual's 
action. A knowledge of this life plan helps us see in a meaningful manner 
psychological movement. Thus, we can understand not only misbehavior, 
but the ways in which the individual achieves the healthy goals of satis- 
faction and security. 
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THEORIES ON 
GEIEIDUDEVEEOPMENT 


There are many theories on how the child grows, matures, and 
develops. One school of thought looks upon development as a 
continual series of responses to stimuli, apparently without any 
action or selection on the child's part. Others view development 
in terms of past experiences and stress the influence of certain 
types of "traumatic experiences." 

Obviously, then, your personal and professional relationships 
with children will be affected by the point of view you eventu- 


. ally adopt. Let us, therefore, examine some of the theories that 


have influenced child development research and practice. This 
knowledge will help you place in perspective some of the issues 
discussed in subsequent chapters. It will also enable you to 
recognize the influence of a particular commitment on the de- 
sign of a research study or some practical recomendations for 
child management. Although it is not the place of the child de- 
velopment course to cover child development theories exten- 
sively, it is pertinent that you be aware of the place of theory 
in the decisions that others have made and that you will make 
in working with children. The points of view we will consider 
have served to explain behavior and influence the practice of 
parents, teachers, pediatricians, and psychologists. 


THE PSYCHOANALYTIC POINT OF VIEW 


The theoretical formulations of psychoanalytic theory have 
provided, perhaps, some of the most pervasive influences on 
child development theory and child training practices of recent 
decades( Psychoanalytic theory has attempted to explain both 
unconscious and conscious development. Sigmund Freud was 
the father of this school of thought, and his influence on the 
thinking of psychologists, psychiatrists, and psychoanalysts has 
been extensive. Although his work was primarily with adults, 
he paid considerable attention to the recall of childhood experi- 
ences and gave initial emphasis to the importance of develop- 
mental history in studying the child. His theory stressed the 


vital role of early childhood experiences in the formulation of certain pat- 
terns of behavior. : 

The psychoanalytic point of view can be viewed as a biological theory 
of personality, although the biological drives are placed within a social 
context. The theory maintains that unless the basic drives, i.e., instincts, 
are gratified during early interactions, the child will leave infancy with 
some degree of fixation, and will be somewhat impaired in his ability to 
adapt and adjust to life situations) When gratification during the succeed- 
ing stages of development is insufficient, the child will fall back on earlier 
patterns of behavior for gratification, a process which the psychoanalyst 
calls regression. J 

‘These concepts of fixation and regression are related to a sequence of 
development. (In Freudian theory, the personality progresses from the 
oral stage to the anal and then the genital. The experiences that occur 
during each period are believed to affect the character traits manifested 
throughout life. (Freud stressed the decisive role of early infancy and 
childhood in laying the basic character structure of the individual. $ 

sychoanalytic theory postulates a psychic economy, a structure made 
up of three parts—the id, the ego, and the superego. The id is present at 
birth. It is concerned solely with need satisfaction and is controlled by 
the pleasure principle, seeking pleasure and avoiding pain. The ego de- 
cides between internal needs, manifested by the id, and external demands. 
The ego plays an executive role, representing the reality principle in-so- 
far as it limits the pleasure principle of the id.(The ego has an important 
part in the processes of maturing and assuming responsibility. The super- 
ego represents the social regulator of the psychic structure—those family 
values and adult figures of significance in the child’s early life. Sometimes 
referred to as the conscience, the superego serves as a censoring agent. 
One function of the ego, then, is to serve as the bond between the as- 
sumed aggressive nature of man (id) and societal influences (superego) 
and to keep them in balance. 

(‘Freud believed that the developmental process consisted of a series of 
fixed stages through which every child passed in sequential order unless 
he became fixated. The individual, Freud postulated, had impulses to use 
psychic energy and chose to use it to obtain pleasure through different 
regions of the body as he moved from one stage to another. This energy 
impulse toward an object was called “cathexis” by Freud. 

(Т he first of the four classical periods identified by the Freudian is the 
oral period, in which the child's most organized source of gratification is 


‚ sucking/ Tension and relaxation revolve around the sucking urge and the 


relief created by the act of sucking. It is during this period that the 
child develops his feelings about acceptance and, according to Erikson, 
his basic sense of trust or distrust in people. This is a period in life of 
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maximum passive dependency. "Oral type" in a psychological report 
characterizes the individual as primarily passive and dependent. 

The second crucial period, according to Freud, is the anal period which 
occurs when the child is ready to control his ex ry functions/"During 
this period of acquiring Bowel aod bladder control, the child müst inte- 
grate the impulses of retenfion and elimination. At this time(the anal zone 
is of greatest importance in the child's development) His rapidly develop- 
ing abilities come into conflict with adult deman(ls and his continuing 
needs for love and security. The issue of toilet training frequently places 
the development of abilities and the need for security into conflict. While 
the control of urination and defecation can give the child a feeling of in- 
creased power and self-respect, he may also become anxious and con- 
cerned about his security at this time. The anal stage finds the child 
striving for mastery of his external world. (kt is at this time that traits 
related to orderliness, punctuality and thrift are believed to develop. 
Negativism is also a characteristic trait of the “anal” period.? 

The third period known as the phallic or “oedipal” period, is the stage 
in which the child becomes aware of genital differences. This is also de- 
scribed by the Freudians as the period in which he is most aware of his 
love for his parents.(This love is originally directed toward both parents, 
but during the phallic period the Freudians believe that the child devel- 
ops a gradually increasing affection(for the parent of the opposite sex, 
referred to as the “Oedipus complex.” e boy, for example, develops a 
new form of love for his mother and senses the father as his rival. These 
mixed feelings about the father can create anxiety, and have been de- 
scribed in detail in terms of the “oedipal” situation. In terms of behavior, 
the child is alternately very cooperative or exceedingly difficult to live 
with. Personality is now beginning to take shape, and defense mecha- 
nisms, the characteristic method of dealing with adjustment problems, are 
becoming apparent. ) : i 

In the fourth or latency period he child diverts some of his primary 
love interests to people outside the home. Initial repression seems to arise 
at this stage, which is also described as the time in which the child, more 
than at any preceding time, extends his concerns to his Seis (Hs is now 
becoming. involved in educatibn, society, &md-the development of his 
superego. The analysts have tended to describe this period as the calm be- 
fore the storm of puberty. 

Freud's libido theory was built around the construct that libido is sexual 
energy with which zones other than the genital are endowed in child- 
hood; associated with it is the pleasure obtained from such functions as 


is Erikson, Childhood and Society (New York: W. W. Norton & Company, Inc., 


THEORIES ON CHILD DEVELOPMENT 


eating and regulation of the bowels. Psychoanalysts place a prime im- 
portance on the libido in describing all of human motivation. 

For the Freudians, Шеп, a child passes through stages characterized by 
an emphasis on various areas of libidinal localization. If anxieties at any 
stage become too great, the child may regress to an earlier stage for grati- 
fication. The Freudians postulate a definite intrapsychic organization of 
personality combined with the development of certain defense mecha- 
nisms, including fixation, regression, projection, denial, sublimation, repres- 
sion, and others in which tensions are relieved by redirection. This has 
been one of the major contributions of Freudian theory. 

One of Freud's major contributions was in the-recognition of uncon- 
scious motivation. He pointed out that we frequently are not aware of 
why we act as we do. His concern with unconscious motives influenced 
psychology to deal with the whys of human behavior instead of simply 
describing what people do. 
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l. According to Freudian theory, some motivational forces are uncon- 
scious. What implications does this theory have for the effectiva func- 
tioning of the teacher or the parent; for learning theory and motivation? 


Although Freud's contact with children was limited, several of his 
followers did extensive work with children, two of the better-known child 
analysts being Melanie Klein and Anna Freud. According to Klein chil- 
dren experience sexual impulses and anxiety even in the earliest years. 
She developed the play technique as a substitute for free association; she 
also stressed the symbolic nature of play activity and the therapeutic im- 
portance of interpreting it to the child in therapeutic work. 

Anna Freud's system of psychoanalytic treatment for children followed 
definitely defined series of steps. She stressed the importance of develop- 
ing a cooperative atmosphere and extending support to the child. Her 
approach places less stress on interpretation and is definitely more in- 
direct than Klein's. She believed in the importance of sessions with parents 
and teachers in order to strengthen the progress made in psychoanalysis 
with the child. 

The psychoanalytic point of view emphasizes the place of the basic 
drives.(The psychoanalyst believes that chronic failure to gratify these 
drives results in permanent personality distortions requiring therapy. 
Freudians emphasize inborn needs and instincts and press awareness of 
the ego's ceaseless effort to compromise between internal and external 
demands. This approach leads us then to a recognition of how various 
defense mechanisms operate to reduce tension. The defense mechanisms 
may well help us understand the child's behavior and give us direct clues 


as to the meaning of his conduct. 
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2. Give examples of how a knowledge of defense mechanisms can be of 
value to the teacher or other professionals who work with children. 


3. What are some of the problems involved in assuming a sequence of 
psychological stages through which all children must pass? 


A multitude of books has been written on and by the Freudians. For 
purposes of child study, the following are of value: 


Erikson, E., Childhood and Society. New York: W. W. Norton & Com- 
pany, Inc., 1950. 


Freud, A., Psychoanalysis for Teachers and Parents. Boston: Beacon 
Press, 1960. 


Freud, S., An Outline of Psychoanalysis. New York: W. W. Norton & 
Company, Inc., 1949, 


Hall, Calvin, A Primer of Freudian Psychology. New York: Harcourt, 
Brace & World, Inc., 1954. 


Josselyn, L, Psychosocial Development of Children. New York: Family 
Service Association, 1948. 


— ———À, The Happy Child. New York: Random House, 1955. 
Klein, M., The Psychoanalysis of Children. New York: Grove Press, 1960. 


Watson, R., Psychology of the Child, chap. 5. New York: John Wiley & 
Sons, Inc., 1959. 


THE ADLERIAN POINT OF VIEW 


(The assumptions of Adlerian psychology are quite different from those 
of the psychoanalysts. Originally associated with Freud, Alfred Adler 
developed some basically different theories with which his name is identi- 
fied. The beginning student might most clearly discern the differences 
between Freudian and Adlerian theory by contrasting several issues. 


Freudian Adlerian 
Objectifying psychology, biological Subjectifying psychology, subjec- 
causal explanations tive causal explanations 
Nomothetic, general laws Idiographic, laws applying to the 
individual 
Atomistic, analysis by elements Holistic, organismic conception 
Mechanistic description Phenomenological description 


Biological drives Purposes, social needs 


From this list you can see that the Adlerian is concerned with psycho- 
logical laws that apply to understanding the individual. He looks at behav- 
ior in terms of the individual's perception of the situation. Great emphasis 
has been placed on viewing behavior in relationship to the total situation. 

Adlerian theory sees man as relatively free in the determination of his 
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behavior. He is more than a product of external influences or hereditary 
forces(The child is purposive and striving, involved in making decisions, 
and engaging in activities that enable him to pursue his goal. N 

([The Adlerians recognize man as being essentially a social ‘being. All 
behavior has social meaning and can best be understood when seen in the 
context of the child’s social getting) whether it be the family, the class, his 
peers or some other group. 

The Adlerians feel that most behavior is purposive, that actions and 
movements are directed toward a goal. To see behavior in terms of its 
purposes is to understand it. The Adlerian takes the teleological approach 
to the understanding of behavior; as a result, he assumes quite a different 
posture from the advocate of a direct causal relationship between environ- 
ment and the behavior that is produced. 


4. Clarify how the psychologist who takes a causal approach in the ex- 
planation of behavior differs from one who takes a purposive approach. 
How can one explain differences in the behavior of children from a di- 
vorced home, a particular school, or the same socioeconomic group 
based on these two approaches? 


MNE a a == 


According to Adlerian theory, man is understood only in terms of his 
phenomenological field, the world and self as experienced by the indi- 
vidual at the instant of action. It is more important then to know how the 
child sees the situation or feels about it than to know what has objectively 
occurred. It is assumed that the child's behavior makes sense in terms of 
the way in which he views the world. The child from this point of view is 
not merely a receiver of stimuli. He has the capacity to interpret and as- 
sign meaning to events that occur about him. Adlerian theory recognizes 
the part that the individual plays in giving meaning to his experiences. It 
also places a premium on the individual's freedom of choice. Adlerians 
place a great emphasis on belonging as a basic need; they believe that 
the need to be a part of the group, to find one's place and belong, explains 
many types of behavior. 

The Adlerians did not develop a scheme with either specific stages or a 
particular psychic economy. Instead, their stress upon the total set of 
factors to be considered in studying man brought them to the concept of 
the life style, i.e., a human being's evaluation of himself, the people about 
him, his world, and his place in that world. It is his characteristic pattern 
attitudes, values, and basic assumptions. 
heory recognizes that the child's actions may be based 
on faulty assumptions or mistaken views. It seeks recognition of the fact 
that while the behavior of a child may appear to be inappropriate, the 
child himself believes that this is probably the most effective way he can 
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behave at the time’ The child, from the day of birth, interacts with the 
people about him and is in the process of learning the rules and limits of 
his society. His first experiences come from the members of his family; as 
he observes and accumulates these experiences, he develops certain at- 
titudes and convictions. fAdlerians believe it is important to take into 
consideration such factors as the family atmosphere and the family con- 
stellation. ^) 

(The family atmosphere refers to the relationships in the home in which 
the child first gets his experiences with social living. The social attitudes 
within the family influence the attitudes he eventually develops. This is 
the place in which the varied influences of the community first reach the 
child. In the simplest form the relationships the child develops reflect the 
atmosphere within the family. While family atmosphere is not necessarily 
a direct determinant of behavior, it does present the child with competi- 
tive and cooperative atmospheres which he may choose to adopt or rejec 

The family constellation refers to the child’s place among his siblings. 
His position plays an important part in the development of his personality. 
Both competition and alliances among siblings are frequently expressed 
in fundamental personality differences and similarities\ While present 
Adlerians would not look at the ordinal position of eldest; second, middle, 
youngest, or only child in terms of certain classical statements about these 
positions, they would be concerned about what the child's evaluation of 
his position within the family constellation has been and how he presently 
sees the world. By taking into consideration the psychological response of 
the individual to his position, the Adlerians place an emphasis on posi- 
tional psychology. 

In dealing with the difficult or disturbing child, Adlerians feel it is im- 
portant to recognize the child's goals. Dreikurs believes that the goals 
may be either active or passive and may utilize either constructive or de- 
structive methods. He feels that this basic pattern of activity is estab- 
lished early in life and is difficult to change. The pattern obviously is a 
reflection of the child's style of life. The four types of behavior patterns 
Dreikurs mentions are: (1) active-constructive, (2) active-destructive, (3) 
passive-constructive, and (4) passive-destructive. 

The active-constructive child is extremely ambitious to be the first in 
the class; his goal orientation is toward success. The active-destructive 
child is the one who may be impertinent, defiant, clownish, or bullying. 
The passive-constructive child achieves his goals by being charming and 
receiving special attention for what he is and not for what he does. The 
passive-destructive child is characterized as lazy and may manifest his 
laziness in actions ranging from ineffectual response to total inaction, 


2 Rudolf Dreikurs, Psychology in the Classroom (New York: Harper & Row. Pub- 1 
lishers, Inc., 1957). ‹ \ 
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Dreikurs has formulated the four goals of misbehavior: (1) attention 
getting, (2) power, (3) revenge, or the desire to retaliate, and (4) the dis- 
play of real or imagined inadequacy and inferiority. These goals will be 
discussed at greater length in the chapter on Motivation and Discipline in 


Child Development. 


5. Carl is usually the last to get out his paper and pencil for assignments. 

He starts his work after a reminder from the teacher. He rushes to be 

| first in line for recess. The children all laugh at his actions on the play- 

ground. If the behavior of the child is purposive and goal-directed as 

the Adlerians claim, what does this imply for our understanding of 

Carl? How might the teacher function more effectively with Carl? How 

is the purposive concept of potential use to the professional person in 
his interactions with the child? 

6. The Adlerian-oriented and the psychoanalytically oriented teacher 
might function quite differently in the classroom. Give a description of 
the effect of these theories upon child management either in the home 
or in the classroom. 


The following books are suggested for further reading in this field: 


Adler, Alfred, Understanding Human Nature. New York: Premier Books, 
1957. 
Adler, К. and D. Deutsch, Essays in Individual Psychology. New "York: 
| Grove Press, 1959. 
| Ansbacher, H., The Individual Psychology of Alfred Adler. New York: 
i Basic Books, 1956. 
Dinkmeyer, Don and R. Dreikurs, Encouraging Children to Learn: The 
rap e Process. Englewood Cliffs, N.J.: Prentice-Hall, Inc., 
1963. 
Dreikurs, R., Psychology in the Classroom. New York: Harper & Row, 
Publishers, Inc., 1957. 
, Challenge of Parenthood, rev. New York: Duell, Sloan & 
Pearce, Inc., 1958. 
Dreikurs, R., Fundamentals of Adlerian Psychology. Jamaica, B.W.I.: 
Knox Educational Services Ltd., 1958. 
Dreikurs, R. and V. Soltz, Children: The Challenge. New York: Duell, 
Sloan & Pearce, Inc., 1964. 
Way, L., Adler’s Place in Psychology. New York: Collier Books, The 
Macmillan Company, 1962. 
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d by Arnold Gesell, emphasize the concept of 
hat all development occurs in definite, pat- 
lled sequences, which apply not only to the 


The developmentalists, le 
maturation. They believe t 
terned, and internally contro 
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growth of tissues and organs, but also to functions and behavior. Culture 
and environment are considered to be only secondary influences. Devel- 
opmentalists hold that environmental factors may modify but not generate 
the progressions of development. Maturation is achieved through the reg- 
ulatory mechanisms, which are responsible for determining the direction 
of all development. Maturation is responsible for those developmental 
phenomena which seem to develop in an orderly fashion independent of 
specific praetice. "Gesell was particularly influential in establishing tech- 
niques of developmental diagnosis for pediatricians ‘and other child- 
growth workers, Norms of behavioral development were established by 
researchers at the Child Study Center at Yale University.(Gesell main- 
tained that the behavior of the child was patterned and to an extent 
largely predictable. : 

Gesell also believed, although it is not often acknowledged, that while 
certain stages in the developmental sequence were inevitable, they were 
entered at different times owing to differences in rates of growth. The 

evelopmentalists describe particular stages, but not when a specific child 
will enter them. Gesell states his position most clearly when he says that 
"the reader is warned that the age norms are not set up as standards, and 
are designed only for orientation and interpretive purposes . . . the prev- 
alence and significance of individual variations are recognized at every 
turn.”® 1 

The developmental theory, pointing to the importance of the cyclic na- 
ture of all growth and behavior, is perhaps best portrayed in the follow- 
ing table from the Ilg and Ames book Child Behavior. 


THE CYCLIC SEQUENCE OF BEHAVIOR STAGES 


2 years 5 years 10 years Smooth, consolidated 

2% 54-6 11 Breaking up 

3 6x 12 Rounded—balanced 

3% 7 13 Inwardized 

4 8 14 Vigorous, expansive 

4% 9 15 Inwardized-outwardized, 
troubled, “neurotic” 

5 10 16 


Smooth, consolidated 


This theory, then, makes an excellent basis for combining the concepts 
of individuality and set stages. Gesell felt that the stages in any given be- 
havior could be outlined in advance, At the same time, he recognized that 
personality, rate of development, and particular abilities would be indi- 


ЗА. Gesell and Е. Ilg, Infant and Child in the Culture of Today (New 

& Row, Publishers, Inc., 1943). de 

ioe Md L. Ames, Child Behavior (New York: Harper & Row, Publishers, Inc 
» p. 12, "am 
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vidual and unique. The developmentalists urge recognition of each child's 
individuality, while recognizing that certain types of behavior will occur 
regardless of external intervention. The approach, then, stresses the im- 
portance of recognizing and respecting each child's basic in-born indi- 
viduality. 

Gesell and his co-workers regard development as determined by nature 
from within the organism and assign environment only a secondary role 
in the modification of behavior. Thus, both at home and at school Gesell 
would advocate the policy of letting the child develop at its own -pace. 
Either forcing or limiting the child will only create negativism and a lack 
of productivity. The developmental plan of the individual is central to 
this theory. 

Gesell's work has had a tremendous impact upon the field of child de- 
velopment. His writings were probably more widely disseminated than 
any other full-length book on child development until Spock’s Baby and 
Child Care.5 Related books on the developmental theory are: 


Gesell, A. and F. Ilg, Infant and Child in the Culture of Today. New 


York: Harper & Row, Publishers, Inc., 1943. 
Ilg, F. and L. Ames, Child Behavior. New York: Harper & Row, Pub- 


lishers, Inc., 1955. 


Parents Ask. New York: Harper & Row, Publishers, Inc., 1962. 


THE SOCIOCULTURAL POINT OF VIEW 

of child development places greater 
es, They believe that the child is a 
function of the specific sociocultural forces that impinge upon him. They 
assert that the values and institutions of each culture produce a distinct 
personality type. То be accepted, a member of a specific society is forced 
to act in certain ways. Thus, needs are related to specific cultures. The 
anthropologist does not ignore basic physical or organic needs but holds 
that the manner in which these needs are met is a function of the culture. 
Each need is modified to some extent by the culture. 

Ashley Montagu exemplifies this point of view when he refers to per- 
sonality as a product of interplay between the organism, society, and the , 
social interactional effects and the culture. The interaction of these vari- 
ables yields the functioning child. 

Margaret Mead has theorized that cultural trends implement and inter- 
fere with natural trends and that out of this we create personality." Ruth 


The cultural anthropologists view 
emphasis on environmental influenc 


5 B, Spock, Bab and Child Care (New York: Pocket Books Inc., 1957). 

iA. EA The Direction of Human Development (New York: Harper & Row, 
Publishers, Inc., 1955). : ; 
1 M. Mead, "Age Patterning and Personality Development, 


17 (1947), 231-240. 


> Amer. J. Orthopsychiat., 


34 


THEORIES ON CHILD DEVELOPMENT 


Benedict has maintained that behavior traits are culturally selected. She 
feels that the customs into which the child is born shape his experience 
and behavior from birth. ese theorists, then, have broadened the base 
of understanding in child development. They insist that one must look at 
the biological, cultural, social, and psychological factors in order to come 
to an understanding of the child. 

An effective integration of these various life sciences in our contempo- 
rary American culture has been made -by Robert Havighurst. His devel- 
opmental task concept has considerable implications for all professionals 


working with children. Havighurst has defined the developmental task as 
follows: 


A developmental task is a task which arises at or about a certain 

peod in the life of the individual, successful achievement of which 

eads to his happiness and to success with later tasks, while failure 

leads to unhappiness in the individual, disapproval by society, and 

difficulty with later tasks.® 

These tasks are described in terms of specific learning which the individ- 
ual needs in terms of his specific society. This, then, enables one to see the 
relationships between needs, maturational processes, and cultural de- 
mands, 

Inspection of a list of developmental tasks indicates that they are based 
on psychological, biological, and cultural factors. The concept of develop- 
mental tasks is particularly useful because it can help clarify tasks impor- 
tant for school children at different ages. There are also implications for 
the most effective timing of educational efforts. The continuity of devel- 
opment is outlined as the tasks at various age levels are related to preced- 
ing tasks. The set of developmental tasks below will give the reader a 
clearer picture of Havighurst’s conceptual framework. 


Developmental Tasks of Infancy and Early Childhood 


1, Learning to walk. Between the ages of nine and fifteen months, when 
the bones, muscles, and nerves have developed to the proper point, the 
child begins to walk, and during the following years learns to run, jump, 
and skip. 

2. Learning to take solid foods. As the baby’s digestive system and 
ability to chew develop, he gradually becomes able to make the change 
from liquid to semisolid to solid food. The way in which the child is fed 
and weaned will affect his personality. 


3. Learning to talk. Biologically the child is ready to talk shortly after 


8R, Benedict, Patterns of Culture (New York: Houghton Mifflin Company, 1934). 
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birth. He begins by making various sounds to which the people in his en- 
vironment attach meaning. Between the ages of twelve and eighteen 
months he utters a sound in a particular situation which is a word. He 
then proceeds rapidly to a single word sentence and from there to multi- 
word sentences. Vocabulary grows faster than knowledge of grammar. 
Girls mature faster than boys. 

4. Learning to control the elimination of body wastes. The nerves and 
muscles that control urination and defecation are fully developed between 
the ages of two and four years. The child is considered toilet trained when 
he has acquired voluntary control of urination and defecation and accepts 
the responsibility for keeping himself dry and clean. Toilet training is the 
first moral training the child receives and the methods of training affect 
his later character. 

5. Learning sex differences and sexual modesty. He learns the anatomi- 
cal differences between the sexes and is taught to behave in ways appro- 
priate to his sex in conformance with his culture. 

6. Achieving physiological stability, Most of the homeostatic mecha- 
nisms that regulate the adult body are not functioning effectively until the 
fifth year. This is a purely biological task. 

7. Forming simple concepts of social and physical reality. The child 
gradually makes generalizations from the world around him and learns 
simple concepts such as man, animal, round. His nervous system must 
have developed to a certain level, and he must have been provided with 
various experiences before these concepts can be formed. 

8. Learning to relate oneself emotionally to parents, siblings, and other 
people. Unconsciously the child imitates the people around him and grad- 
ually identifies himself with other people, especially his parents. The way 
this task is accomplished is important in determining his social relations 
in later life. 

9. Learning to distinguish right and wrong and developing a con- 
science. The child learns the concepts of good and bad from the people 
around him. Later character is built upon this base. 


Developmental Tasks of Middle Childhood 


1. Learning physical skills necessary for ordinary games. The skills are 
acquired as the bones and muscles develop. The peer group rewards the 
child for success and expects boys to do better than girls. 

2. Building wholesome attitudes toward oneself as a growing organism. 
This task consists of developing habits of cleanliness and safety consistent 
with the culture and attitudes of adequacy and pleasure in using the 
body as well as a wholesome attitude toward sex. 

3. Learning to get along with age-mates. The child learns to get along 
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with children outside the family and looks to peers rather than family for 
social approval. 

4. Learning an appropriate masculine or feminine social role. While 
there is no sex difference in physical activity during this period, there is 
increasing differentiation in social behavior. 

5. Developing fundamental skills in reading, writing, and calculating, 
The nervous system has matured enough by age six for learning these 
skills, but in many cases the muscles and eyes have not developed suffi- 
ciently until the middle of the period. 

6. Developing concepts necessary for everyday living. The child has 
developed many simple concepts before he reaches school and from con- 
crete experiences develops many more. As he grows he is able to handle 
concepts at higher levels of abstraction. 

ic. Developing conscience, morality, and a scale of values. The first 
rules for behavior are imposed by the family, but later the child learns 
rules for every activity, develops a set of values, and is able to make 
choices in accordance with the demands of his culture. 

8. Achieving personal independence. The child frees himself from iden- 
tification with parents and gradually becomes able to make his own plans, 
choose activities and friends. 

9. Developing attitudes toward social groups and' institutions. Attitudes 
are developed by imitation or by pleasant or unpleasant experiences. Dur- 
ing this period the child learns attitudes from those outside the family. 

The following books are suggested for further reading in this field; 


Benedict, Ruth, Patterns of Culture. New York: Houghton Mifflin Com- 
pany, 1934, 


Havighurst, R., Human Development and Education. New York: David 
McKay Co. Inc., 1953. 


Linton, Ralph, The Cultural Background of Personality. New York: 
Appleton-Century-Crofts, 1945. 


Mead, Margaret and F, C. Macgregor, Growth and Culture. New York: 
С. P. Putnam’s Sons, 1951. 


Montagu, Ashley, The Direction of Human Development. New York: 
Harper & Row, Publishers, Inc., 1955, 


JEAN PIAGET'S POINT ОЕ VIEW IN 
DEVELOPMENTAL PSYCHOLOGY 


Jean Piaget, the Swiss developmental psychologist, has concerned him- 
self with theoretical and experimental investigations of the qualitative de- 


10 R, Havighurst, Human Development and Education, chaps. 2, 3. 4. 
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lectual and perceptual development. Since his formulations tend to be de- 
tailed and complicated, only the major constructs which have an influence 
on a general understanding of human development will be presented 
here. 
Piaget has studied the child's language, reasoning, moral judgment, 
"cognitive structure, and intellectual development through careful and ex- 
tensive observation of the child's spontaneous behavior. The work has 
tended to be more descriptive than predictive. 

Piaget believes that intellectual operations never exist in isolation from 
a governing totality, an organizing principle which it is vital to discover. 
He has studied the structures of developing intelligence as opposed to its 
function and content. Content is the observable behavior while function 
is the process by which the new is assimilated and the old is accommo- 
dated to the new. Piaget has postulated the existence of cognitive struc- 
tures between function and content and has gone on to study in detail 
the developmental changes in these structures, seeking to identify levels 
of cognitive development. His work is characterized by an interest in the 
qualitative characteristics of development. 
77 Piaget feels that all adaptive behavior can be understood only in terms. 
of its organization as a total system (holism). He has found it possible to 
interpret a diverse range of supposedly unrelated behaviors in terms of 
their underlying structural whole, and has developed a succession of de- 
velopmental stages for a given behavior, emerging in an unchanging and 
constant order, each incorporating the structure of the preceding stage 
and each characterized, by an initial period of preparation and a final pe- 
riod of achievement. ff wo processes are vital for development—assimila- 
tion, in which the child incorporates new elements into the existing 
structure; and accommodation, in which the structure itself adjusts to new 
elements. In this scheme the child is viewed as an ever organized entity 
which accommodates itself to external reality. This position clearly is an 
organism-environment interaction position, accounting for both matura- 
tion and learning while placing the emphasis on the interaction. 

Cognitive development consists of actions which become progressively 
internalized. Assimilation and accommodation are complementary proc- 
esses which bring about adaptation and development (Piaget has divided 
the ontogenetic span into three periods of invariant sequence, although 
the chronological age for each may fluctuate considerably. They are: 


471. The period of sensory-motor intelligence (0-2 years). This is the pe- 
riod in which the child moves from egocentrism to differentiation of self 
and object(This is a period for development in perception of space, time, 
imitation, and causality. Sensory-motor intelligence is only able to link 
successive perceptual states, one by one. 

2. The period of preparation for an organization of concrete operations 
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(2-11 years) This is the period in which the child's representational 
thought first emerges, and eventually stabilizes. Representational thought 
has a symbolic capacity for organizing a set of separate events. It is free 
from the limits of concrete reality and permits symbolic manipulation. 

3. The period of formal operations (11-15 years). In this period the 
representational thought now becomes oriented toward reality and able 
to deal with the mastery of an ever widening variety of problems 


Piaget's formulations and the ensuing experimental data have indicated 
a functional continuity which exists between the emergence of sensory- 
motor skills and the development of concept formation. This stands in 
strong contrast to the traditional separation of such spheres of develop- 
ment. Piaget has also emphasized system property in contrast to specific 
isolated behavior. His theory suggests qualitative observations of devel- 
opment and a consideration of periods of cognitive reorganization in the 
child. 

In addition to Piaget's ideas about developmental stages, he developed 
a theory of transition, the processes which propel the child through the 
ontogenetic sequence. This continuous process is one of equilibration. (In 
the interaction of the individual with his environment the processes of 
assimilation and accommodation get out of balance, forcing the individual 
into the next stage of development to restore the balance!) 

Piaget has encouraged an intensive look at the developmental stages in 
the psychological structure of the child himself, resulting in a conceptu- 
alization of the qualitative organizational changes taking place in the 
growing child's mental processes//While he would not be viewed as an 
applied scientist, he has contributed a system which provides a detailed 
normative frame of reference. It provides guidelines and limitations in the 
area of cognitive development. He has also provided the child develop- 
ment field with a large number of new and interesting dependent vari- 
ables for research and experimentation. Like some of the other theorists, 
Piaget has contributed a descriptive approach to development which 
presents a structure for the type of behavior that develops with age. The 
great range of Piaget's concern has provided the child development field 
with an exciting change in its frame of reference. His work is described in 
detail in the following books: 


Bruner, J. S., The Process of Education. Cambridge, Mass.: Harvard 
University Press, 1960. 

Flavell, J. H., The Developmental Psychology of Jean Piaget. Princeton, 
N.J.: D. Van Nostrand Co., Inc., 1963. 

Inhelder, Barbel and J. Piaget, The Growth of Logical Thinking from 
Childhood to Adolescence. New York: Basic Books, Inc., 1958. 

Piaget, J., The Language and Thought of the Child. New York: Har- 
court, Brace & World, Inc., 1926. 
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Judgment and Reasoning in the Child. New York: Harcourt 

Brace & World, Inc., 1928. { 
___, The Child's Conception of the World. New York: Harcourt, 

Brace & World, Inc., 1929. 

— ——, The Moral Judgment of the Child. London: Routledge & 

Kegan Paul, Ltd., 1932. 

The Psychology of Intelligence. New York: Harcourt, Brace 

& World, Inc., 1950. 3 

_____, The Origins of Intelligence in Children. New York: Interna- 

tional University Press, 1952. 


THE BEHAVIORIST POINT OF VIEW 


The behaviorist approach, which places primary importance on study- 
ing observable types of behavior, has been presented best by B. F. Skin- 
ner, F, S. Keller, S. Bijou, and D. Baer. They view the child's development 
as a series of changes in interaction between the organism and'its environ- 
ment. Behavior is defined as consisting of a series of responses which are 
dependent upon the previous stimulus. Environment, from this point of 
view, is a strong force on the child's changing personality; change comes 
about as a result of the way in which the human organism interacts with 
a stimulus environment. Their approach is best characterized by an un- 
derstandjng of behavior as a function of or a consequence of stimulus 
Sven pu and Baer have abbreviated this as follows: B = f (S)."" 

Stimuli are recognized as those presently functioning during the interac- 
tion and those that have functioned in the past. Behavior is a direct func- 
tion of events in the current situation and in the history of previous 
interactions. Behaviorists believe that the proper emphasis for develop- 
mental psychology is a concentration on the history of the organism's pre- 
vious interactions. 

They see the child as a set of interrelated responses to stimuli. While 
the behaviorist viewpoint tends to stress almost entirely observable and ex- 
ternal events, there is also some recognition that in psychological analysis 
of behavior we may need to consider other events. Bijou and Baer have 
best expressed this as follows: 

Some of the stimuli emanate from the external environment, some 
from the child's own behavior, and some from its biological structure 
and functioning. The child is therefore not only a source of re- 
sponses; he is also a source of some stimuli. From this point of view, 
part of the child’s environment is within his own body.!? 
This would indicate that factors other than the external may influence de- 
velopment, but the generally held position of the behaviorist is one of a 
concern for external observable empirically demonstrated facts. 


11$, Bijou and D. Baer, Child Development, volume I, A Systematic and Empirical 
Theory (New York: Appleton-Century-Crofts, 1961). 
S. Bijou and D. Baer, Child Development, volume I, 8. 
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According to behaviorists the child's behavior consists of two types of 
responses, respondents and operants. Respondents are responses which 
are controlled by stimuli that precede them, while operants are responses 
which are controlled by stimuli that follow them. From this scheme, the 
behaviorist is able to classify any response into one of two categories 


which he feels are objective and observable. 


Bijou and Baer seem to expand the behaviorist theory to an extent as 
they discuss the importance of stimuli which the child's own behavior 
produces and which influence his subsequent behavior. They recognize 
that stimuli generated by the child elicit certain types of behavior, which 
may follow a child's responses and hence Strengthen or weaken the pre- 


ceding behavior or serve as a cue for further behavior. 


This theory presents a picture of the child as a cluster of interrelated 
operant and respondent behaviors. It makes few and generally no as- 
sumptions about unobservable behavior. It recognizes that the child pro- 
vides a social stimulant to other people but emphasizes that the most 


significant stimuli originate outside the body. 


Behaviorists would focus on the function of the stimulus in order to 
note objectively the ways in which it controls behavior. They believe that 
stimuli produce, strengthen, or weaken behavior, and may generalize be- 
havior to new situations and new problems. Stimuli are divided into three 
types on the basis of their functions. "Three kinds of stimulus functions 
are noted, an ‘eliciting’ function, a ‘setting of the occasion’ for an appro- 
priate response, and a "strengthening of that response by its effectiveness 


in changing the stimulation. "1 


The position is deterministic in the sense that behavior is controlled and 
shaped. A variety of events is seen as having a common stimulus function, 
and behaviorists believe that the child makes a predictable interpretation 


of the stimulus based upon past experiences and reinforcements. 


R———————MÀ—— түл se METAL Ru © О 


7. А clear-cut theoretical and conceptual difference occurs between those 
who view behavior as a completely predictable response to a stimulus 
or as a self-determined, goal-directed response. What are the implica- 
tions of these contrasting points of view for parents, teachers, psycholo- 
gists, and researchers? Give an example of a specific practice in one of 
these areas which relates to one of these theories. 


The behaviorists do not accept any particular personality theory in 
studying the stages of development. They tend to feel that there is not 
enough information available to make generalized formulations. Thus, 


18 S. Bijou and D. Baer, Child Development, volume I, 18. 
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their study of stages is based on environmental events, maturational 
changes, and behavioral manifestations. 

The child, then, is largely the result of his environment and stimulus 
events that occur within the environment. Development is made up of 
progressive changes in different ways of interacting with the environment. 
Skinner believes that the purpose of psychology is to predict and control 
the behavior of individual organisms and that as a science psychology 
should be concerned only with overt behavior. Operant conditioning, a 
key construct, involves a learning process whereby-a response is made 
more probable or more frequent through reinforcement or strengthening 
of the response. He postulates that by sequentially changing the contin- 
gencies of reinforcement in the direction of a desired behavior, one estab- 
lishes learning. The contingency is the sequence in which a response is 
followed by a reinforcing stimulus. О 

The implications of the theory are clear in pointing to the teacher as an 
architect and builder of student behavior. He is to be concerned with 
analyzing the effect of reinforcement and with designing methods to set 
up specific reinforcing contingencies so that behavior may be brought 
under a continuously more precise control. In the operant-learning situa- 
tion the reinforcement would then tend to produce the subsequent set of 
stimuli, Teachers and parents in this system are concerned with the shap- 
ing of proper responses. [ustifiably, Skinner has noted that much of our 
current educational practice has given only lip service to concepts like 
immediate knowledge of results and truly sequential series of learning ex- 
periences. In his system, reinforcement of the desired behavior would 
occur frequently and promptly. He maintains that effective teaching is 
dependent upon immediate feedback. 

Skinner does not look inside the organism for any explanation of be- 
havior, and he is not concerned with the study of the internal experience 
of man. It is his contention that techniques can be designed which will 
manipulate behavior by dealing with the external, specific, reinforcing 
contingencies. From this point of view those concerned with the child's 
development would be involved in bringing behavior under the control 
of specific predictable operants and respondents. 

Further information about the behavioral approach may be found in 


the following books: 


Bijou, S. and D. Baer, Child Development, А Systematic and Empirical 
Theory. New York: Appleton-Century-Crofts, volume one, 1961, volume 
two, 1965. К 
Skinner, В. Е., The Behavior of Organisms. New York: Appleton-Cen- 
tury-Crofts, 1938. 

, Cumulative Record. New York: Appleton-Century-Crofts, 1961. 
о Science and Human Behavior. New York: The Macmillan 
Company, 1953. 


41 


THEORIES ON CHILD DEVELOPMENT 


THE ORGANISMIC POINT OF VIEW 


Those who hold the organismic point of view have been chiefly con- 
cerned with interrelationships in growth and development. Research di- 
rected toward describing growth graphically by master mathematical 
curves, variability units, and age principles has been a major concern. 
Many of the facets of growth interrelationships have been explored. Wil- 
lard Olson describes the organismic approach as a focus on the total or- 
ganism within the social context. 

Stuart Courtis has made both intensive and extensive study of the 
cycles of growth, and is one of the pioneers in the organismic approach. 
Courtis defined a cycle of growth as a period of specific maturation dur- 
ing which all the elements and forces at work are constant, within allow- 
able errors of control and measurement. He found that under standard 
and constant conditions, developmental growth takes place in such a 
fashion that when expressed in lologs (logarithms of logarithms) equal 
growth takes place in equal periods of time for the individual. Courtis 
measures growth in units called isochrons. He defines an isochron as one 
per cent of the total time from incipiency (onset) to maturity of a cycle. 
Maturity in this context means the point at which growth stops, whether 
it be a plateau in the growth curve, when the end of a particular growth 
cycle is reached, or the point at which the entire organism stops growing. 
The focus is on the importance of cycles in the ‘development of the child. 

In C. V. Millard's interpretation of the organismic point of view, all 
aspects of an individual's growth follow the same pattern. He believed in 
the individuality of growth due to differences in rate of growth. The or- 
derly sequence of growth, its cyclic nature, the variance in developmental 
rate, and the interrelationships of all growth were among his major con- 
tentions. 

W. Olson and B. Hughes used the age principle extensively in develop- 
ing their organismic age concept. This construct describes changes in 
terms of the age at which the average attainment occurs, For example, if 
the average boy at 9 years of age is 51 inches tall, one speaks of 51 inches 
аз representing 108 months of height age regardless of the chronological 
age at which 51 inches are attained. Age equivalents for converting meas- 
urements to growth ages have been developed in seven areas. The organ- 
ismic age is the average of the following ages: Height Age, Weight Age, 
Dental Age, Carpal Age, Grip Age, Mental Age, and Reading Age. 


Height and weight ages are obtained by physical measurement. Dental 
age is determined by the number of 
rived from the skel 
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measures the mental age. From achievement tests a reading age may be 
obtained. 

The best statement of the implications of this philosophy comes from 
the writings of Olson: “The general philosophy as applied to the growing 
child is a simple one—each child is to be assisted in growing according to 
his natural design, without deprivation or forcing, in an environment and 
by a process which also supply a social direction to his achievement." 

The organismic point of view is covered in detail in the following ref- 
erences: 


Cornell, E. and C. Armstrong, "Forms of Mental Growth Patterns Re- 
vealed by Reanalysis of the Harvard Growth Data," Child Development, 
No. 26 (1955), 169-224. 

Dearborn, W. and J. Rothney, Predicting the Child's Development. 
Cambridge, Mass.: Sci-Art Publishers, 1941. 

Hymes, J., А Child Development Point of View. Englewood Cliffs, N.J.: 
Prentice-Hall, Inc., 1954. 

Millard, C. V. Child Growth and Development. Boston: D. C. Heath & 


Company, 1951. 

___,‚ School and Child. East Lansing, Mich.: Michigan State Uni- 
versity Press, 1954. 
Millard, C. V. and J. Rothney, The Elementary School Child—A Book 
of Cases. New York: Holt, Rinehart & Winston, Inc., 1957. 
Olson, W. Child Development, 2nd ed. Boston: D. C. Heath & Com- 


pany, 1959. 
Tanner, J. M., Education and Physical Growth. London: University of 


London Press, Ltd., 1961. 


A SOCIAL LEARNING INTERPERSONAL THEORY OF DEVELOPMENT 


Harry Sullivan, a psychiatrist, has made a contribution to child devel- 
opment through his analysis of the developmental stages. He placed an 
n the child's method of adapting to problems and his way of 
perceiving the world. Sullivan was concerned with the development of 
self in relationship to the significant others in the child’s environment. 

Sullivan believed that the purposes of human behavior could be di- 
vided into two major classes, the pursuit of satisfaction and the pursuit of 
security. Satisfaction, in his terminology, referred to the biological needs, 
while security referred to a psychological state of well-being, a feeling of 
belonging and being accepted. For Sullivan, most psychological problems 
arise in relationship to the pursuit of security. The early experiences of the 
infant, in this theory, consist of states of comfort, known as equilibrium, 
and states of discomfort, known as disequilibrium. In infancy the child is 


emphasis o 


14 W. Olson, Child Development, 2nd ed. (Boston: D. C. Heath & Company, 1959), 
p. 449. 
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still entirely dependent upon the care of others to satisfy his needs. It is 
from his early experiences in the satisfaction of these needs that the child 
develops certain basic attitudes of trust or distrust, sometimes referred to 
as security or insecurity. 

Sullivan stressed that some of the attitudes of the individuals responsible 
for “mothering” the child are conveyed to the child through “empathy.” 
This empathy was a means of emotional communication. If the mother 
was concerned about feeding or sleeping, for example, this anxiety was 
somehow communicated to the youngster. This feeling was developed on 
the basis of subtle cues between the mother and the infant. The basic 
components of the self concept, according to Sullivan, are produced from 
the reflected appraisals of significant others in the child's life. 

Sullivan believed that experience could be analyzed into three "modes." 
The prototaxic is the earliest mode in which the infant has undifferenti- 
ated types of experiences. In the parataxic mode, the infant is able to 
differentiate and assign meaning to his experiences. However, many of 
these meanings are autistic or unique to the individual. Eventually, the 
child's meanings become common, or shared, meanings, which are said to 
be consensually validated. This experience was labeled the syntaxic mode, 
indicative that the child's meanings follow reality and logic as generally 
accepted. і 

Sullivan points out that parental management practices will have а dif- 
ferent effect on the development of the individual in each of the modes. 
He also made it clear that while the modes were related in a sense to 
developmental ages, that they were not mutually exclusive. It was his 
contention that these modes exist in most individuals throughout life; they 
are not comparable to Gesell's stages. 

He set up a series of developmental stages, running from infancy to 
adulthood, that were characterized by the appearance of new interper- 
sonal needs and new interpersonal relationships. Sullivan believed it was 
important to recognize that the beginning of a developmental era, in his 
terminology, had a considerable effect on the development of appropriate 
or inappropriate responses in the area of personality. 

Sullivan made a significant contribution to the theory of human devel- 
opment by placing his constructs within the social-learning frame of ref- 
erence. Sullivan’s major contribution to child development exists in the 
development of certain clearly defined “stages” of development which 
stress the subjective view of the individual and the importance of his so- 
cial contacts, 


Sullivan's point of view is covered in detail in the following references: 


Mullahy, P., Oedipus-Myth and Complex: A Review of Psychoanalytic 
Theory (New York: Thomas Nelson & Sons, 1948). 


Sullivan, H. S., Conceptions of Modern Psychiatry (Washington, D.C.: 
Wm. Alanson White Psychiatric Foundation, 1947). x 
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—  — —., The Interpersonal Theory of Psychiatry. New York: W. W. 
Norton & Company, Inc., 1953. 

— —— — —, The Psychiatric Interview. New York: W; W. Norton & Com- 
pany, Inc., 1954. 


THE PLACE AND IMPORTANCE OF THEORIES 
IN CHILD DEVELOPMENT 


It is important to recognize that all the theories thus far discussed have 
had an effect upon decisions made in research, in classrooms, and in pa- 
rental management. The theories have been accepted in varying degrees 
by various professions over the years. Some have made their greatest im- 
pact upon the pediatrician, others upon the parent, and some upon psy- 
chiatric and counseling practitioners. They have served, in a sense, as 
determinants of parental, professional, and teacher actions and reactions. 
It seems to be quite clear that a person who believes the child to be the 
product of a series of instinctual drives will function differently from one 
who considers him a goal-directed being. 

Professional actions reflect a decision in favor of either an objective 
analysis of specific elements or a phenomenological approàch. Some deci- 
sions must be made about the relative emphasis on learning or perception. 
Even within the learning field a choice of emphasis must be made be- 
tween association, conditioning, and reinforcement on the one hand, and 
goal direction, reorganization, and insight on the other. Thus, at every 
step, questions will be raised which will necessitate choosing between 
mechanistic and organismic concepts. 

Certainly, the teacher or school system that subscribes to Skinner's 
point of view would function quite differently from one that adhered to 
Gesell or the organismic approach to child development. In a way, then, 
the ensuing chapters will call for a decision regarding these points of 
view. Your reaction to some of the material related to learning, emotions, 
social development, and achievement will reveal your stand on some of 
these crucial issues. 

Even observation of the child and analysis of child studies will be af- 
fected by your point of view. It is suggested that the beginning student 
become well-acquainted with varied points of view in child development 
early so that he may have enough information to guide him in future deci- 
sions either professional or personal, that he makes in working with chil- 
dren. 

These theories and points of view are not necessarily contradictory or 
entirely mutually exclusive. АП are concerned with the interaction of the 
organism and his environment. They do tend to place an emphasis on cer- 
tain concepts and certain facets of behavior. Undoubtedly they all contain 
elements of truth. The purpose is not necessarily to decide at this stage 
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which approach to accept but, instead, to become acquainted with many 


points of view so that you can detect their influence upon the research, 
observations, and studies that will be examined during the study of child 
development. 

A note of caution to the beginning student is indicated. Do not accept 
or adopt a particular point of view too early in the game. Frequently the 
naive acceptance of certain theoretical formulations take the inexperi- 
enced student way beyond even the wildest expectations of the mature 
theorist. As you become more sophisticated in the area of child develop- 
ment, however, you will find it necessary and wise to investigate in greater 
detail the varied points of view. 

Since modern theorists seem to be taking various approaches into 
greater account, it is possible that in the decades to come we will come to 
accept an integrated developmental point of view. Obviously there must 
be a concern for incorporating into a workable system ideas from many 
points of view. АП theoretical formulations eventually come into contact 
with the reality of the developing child within a given social milieu. Fu- 
ture research will undoubtedly modify some of the present points of view 
in child development. It is certainly to be hoped that the researcher will 
increasingly take into account some of the varying factors that certain 
points of view have stressed. One of the reasons for contrasting theories 
has been a lack of consideration of all the important variables in the 
analysis ofi child growth data. It would seem evident that all lines of re- 
search and theorizing would profit if they adopted the concepts and con- 
cerns of others and included them within their research design. 


8. Read several research reports in the field of child development. Analyze 


which variables have been accounted for and which neglected. 
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CHILD STUDY 
TECHNIQUES 


The purpose of child study is to learn as much as possible 
about the child as an individual, and to apply that knowledge 
in predicting future development and so influencing it that the 
child will attain his greatest potential as a fully functioning in- 
dividual. To accomplish these objectives, we must learn the 
reasons the child behaves as he does, the goals he is trying to 
attain, and the feelings he has about his behavior. Child study 
should not be focused on the child exclusively; the interaction 
between the child and the significant persons in his environ- 
ment is of major importance. 

The child develops from a combination of biological and 
cultural factors which function in a social setting. The tech- 
niques of child study are varied in order to consider the differ- 
ent factors significant in human development, 


OBSERVATION 


Observation is the oldest and most commonly used instru- 
ment of research. It becomes scientific when it is objective, 
when meaning can be attached to what is observed, when rela- 
tionships are perceived, and when systematic observation is 
used to find the answer to a question. 

Observation can be used for several purposes. Through ob- 
servation you can become aware of the many individual differ- 
ences among children. You can, in effect, enter into the child's 
personal framework. Studying one child in depth will give you 
a deeper understanding with which you can acquire a broader 
knowledge of all children. Educators frequently use observa- 
tion to acquire an understanding of behavior in general; class- 
room teachers use the technique to produce insights into why 
particular students behave as they do. Through observation 
over a period of time, you can determine the child's character- 
istic pattern of response, his feelings and convictions, and his 
perception of the world about him. Effective observation is 
basic to comprehensive child study. 


À -a 


OBSERVATION TECHNIQUES-LIMITATIONS 


Almy and Cunningham call attention to three limitations in observation.! 
The first is observer bias: that is, the tendency to allow the observer's per- 
sonal experiences to affect his interpretation of the behavior he is observ- 
ing. A particular behavior may recall to the observer a similar situation in 
which he had participated. He immediately assumes that this child is en- 
gaging in the behavior for the same reasons he had as a child. This is sel- 
dom true. While children's behavior may appear to be similar in pattern, 
there is great individuality in causes and goals. 
== == Ж == кн и р 
1. How might you be biased in observing a child? Give an illustration of 
a way in which your bias has caused you to misjudge someone. What 
are some factors which might cause a teacher to be biased in her ob- 
servations? à 
SE ЕЕЕ: e a o o 
The second limitation is labeled “halos, horns, and the average.” This is 
the tendency of the observer to generalize and assign stereotypes to an 
individual's behavior. It has been defined by English and English as “the 
tendency, in making an estimate or rating of one characteristic of a per- 
son, to be influenced by another characteristic or by one's general impres- " 
sion of that person.” 
Bill is playing with a group of primary children. The observer notes 
that there is scuffing and Bill is involved. The last time the children were 
fighting it was determined that Bill was responsible for the trouble. The 
‘observer who generalizes would immediately blame Bill, while close ob- 
servation might indicate he is not the instigator. 
The third limitation in observation is assuming that a tentative hy- 
pothesis has been proved. This is the tendency to arrive at conclusions too 
soon. The observer on two or three mornings in the classroom has seen 
Jane sitting quietly at her desk applying herself to the work at hand, re- 
sponding when called upon, and volunteering information when volunteers 
are requested. He would be inclined to decide that Jane is industrious, 
cooperative, and responsible. However, he does not observe Jane after 
recess when she refuses to settle down and spends her time walking 
around the room talking to one person after another and in general dis- 
turbing the group. р 
In another instance, Ње observer walks into a classroom when the chil- 
dren are organizing committees and the general atmosphere is one of 
noise and confusion. Another time he enters the room during a project 


1 Millie Almy and Ruth Cunningham, Ways of Studying Children (New York: Bureau 


icati Teachers College, Columbia University, 1959). 
UE RT aaa ave C. English, A Comprehensive Dictionary of Psychological 


and Psychoanalytic Terms (New York: David McKay Co., Inc., 1958), p. 236. 
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period when, again, the noise level is higher than that generally approved 
for a classroom. He may conclude that the teacher has little control over 
the group. Had he entered the room during an arithmetic period when 
attention was centered on the teacher at the board explaining a problem, 
he might have concluded that the room was overly structured and had 
too much teacher control. 


OBSERVATION TECHNIQUES—TYPES 


When observing children, you take notice of what they say and do in a 
variety of situations, both formal and informal. There are various types of 
observational techniques which have been described thoroughly in the 
Encyclopedia of Educational Research. Informal observation is used 
daily by the teacher to evaluate student performance in his work, his play, 

~and his relationships with others in the group. 

Another type of observation is called time sampling. Behavior is ob- 
served for specific short periods of time which have been preplanned. For 
example, the observer decides to watch Johnny for a period of ten min- 
utes at 9 o'clock each morning, at noon, and at 2:30 in the afternoon. It 
has been found that many of these short and well-distributed time samples 
provide a more typical picture of behavior than a few long periods of ob- 
servation. Under such conditions the observer can record more effectively 
since there is less information for him to record at one time. 


2. How might Johnny’s' behavior be different at noon than at 9 a.m., at 
10 a.m. rather than 2:30 p.m.? Why would it be important for a teacher 
to take some systematic time-sample observations? 
ge ATUM a eee 1 
The third type of observation is the most objective, and is done with 
checklists and schedules. The observer has a list of specific types of be- 
havior, such as “plays with members of opposite sex” and “raises hand fre- 
quently,” and records the number of times such behavior is observed. This 
technique permits the observer to record quickly and quantify specific 
acts. However, a poorly prepared checklist will present a distorted picture 
of the child. The traits listed should include both positive and negative 
actions, be readily observable, and be clearly differentiated. The list should 
be short enough to facilitate rapid and accurate tallying each time the be- 
havior occurs. 


OBSERVATION TECHNIQUES—WHAT TO OBSERVE 


The length of the observation period may extend from several minutes 
to several hours. Authorities do not agree on the ideal length of time that 


á 3 Encyclopedia of Educational Research (New York: The Macmillan Company, 1960). | 
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one should observe but in general concur on the fact that the shorter the 
length of the observation, the greater the opportunity to record in detail 
and with accuracy the events that occur. The ideal amount of time for ob- 
servation varies with the activity of the child and the ability of the ob- 
server. 

Observations are for the purpose of obtaining information about the 
child's development in four general areas, physical, intellectual, social, 
and emotional. What behavior will yield information in each of these 
areas? 

The observer should make note of the child's general appearance. How 
is he dressed? Are he and his clothing clean? Does he appear to be 
healthy? Note his height in relation to his weight and age. Notice his 
body movements. Is he quick or deliberate? How is he coordinated in run- 
ning, jumping, and throwing? How does he use his body to express feel- 
ing? Does he tire easily? What kind of activity tires him? 

Clues to the child's intellectual capacities can be found in his ability to 
follow directions and in the way he expresses his ideas in the classroom 
and in other settings as well. What are the things which interest him? 
How aware is he of detail? How well does he remember? How well is he 
doing in his school work? Does he keep to the point in answering ques- 
tions? Is he able to draw inferences? 

What are the child's relationships with other children? How and when 
does he relate to them? Does he contribute to group activity? Does he 
avoid some children? Do others avoid him? How does the child get along 
with adults? Is he comfortable with them? Does he need to depend on an 
adult? 

In the area of emotional development the observer should notice the 
child's control over his feelings. How does he express joy or anger? How 
easily is he frustrated and how does he react to frustration? How depend- 
ent is he on personal approval? What are the things he is amused by? 
Does he show signs of emotional tension, such as nail biting oz thumb 
sucking? 

The beginning observer should limit the range of what he watches. He 
may watch one child intently for five minutes, then switch to another 
child, and then to a third engaged in the same activity to see whether the 
behavior observed is typical or atypical. It is wise to start with a child 
engaged in a quiet activity with few other people involved. For the second 
Observation the observer might choose one activity and watch the group 
intensely for fifteen minutes. However, even when watching a group ac- 
tivity, it is wise to make one child the focal point and observe the action 
around him and his interaction with the others in the group. For the third 
Observation the observer may switch his attention to the whole group dur- 
ing a specific activity and watch the interaction of the children in the 


group. 
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While the observer should watch the children in as many different ac- 
tivities as possible, he should remain unobtrusive. Children may approach 
the observer, ask who he is, request help, or in other ways attempt to ini- 
tiate a relationship. If that happens, it is wise for the observer to smile in 
a friendly manner, explain that he is just a visitor, and direct the children 
back to what they were doing or to the adult in charge for help. This is 
sufficient to indicate to them that the observer is a friendly spectator and 
that they can feel free to return to their activity. If a child questions what 
the observer is writing, he is usually satisfied to be told that the observer 
is trying to learn more about children. 

A child's behavior differs in different situations. If the observer is a per- 
son with whom the child has a good relationship he will act differently 
from the way he acts in the presence of an adult toward whom he is an- 
tagonistic. Therefore, the observer must remain objective and passive but 
still project a feeling of warmth into the situation. 


3. What types of contact would be permissible between an observer and 


a child? Why should limitations be set? What are the advantages and 
disadvantages to the observer in limited contact? 


Since the purpose of child study is to become acquainted with the 
whole child, the child should be observed in his life space. The life space 
is the child's world, the situations in which he is involved, and the people 
with whom he comes in contact during his daily life. As the child grows 
older, his life space expands. Since each and every contact has some bear- 
ing on the child's development, it is important to cover through observa- 
tion as much as possible of the child's life space. An example of extremely 
intensive observation of the life space is illustrated in “Опе Boy's Day" by 
Barker and Wright, a record of one boy's activity from the time he gets 
out of bed in the morning until he returns to it at night.* This particular 
child was watched unobtrusively every minute of the day. In order to 
minimize the loss of detail through fatigue or lack of time for recording, 
observers were changed frequently during the day. 


OBSERVATION TECHNIQUES—RECORDING 


Observations or judgments may be recorded by two different proce- 
dures: (1) systematic recording based on scales of units or values to be 
awarded to various activities, and (2) anecdotal records. 


1 Roger G. Barker and H. Wright, One Boy's Day (New York: Harper & Row, Pub- 
lishers, Inc., 1951). 
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Systematic Records 


The systematic record is particularly good when trying to pick out chil- 
dren who need special help in some area. One device is the rating scale of 
Which there are many types for the study of common traits. Before a trait 
can be rated, however, it must be defined with sufficient precision so that 
a number of observers using the scale in the same situation would yield 
almost identical results. 

On a graphic rating scale a horizontal line under which are descriptive 
phrases appears beside each trait. The person's possession of each trait is 
noted by a mark at the appropriate place on the line. One of the better 
known апа more widely used is the Haggerty-Olson-Wickman scale for 
rating children's behavior. 

Sample items from each of the four divisions of Schedule B are: 


Division I 
l. How intelligent is he? 
Feeble- Dull Equal of average Bright Brilliant 
minded child on street 
(5) (4) (3) (2) (1) 
Division II 


8. Is he slovenly or neat in personal appearance? 


Unkempt, Rather Inconspicuous Is concerned Fastidious, 
егу slovenly negligent about dress Foppish 
(5) (4) (2) а) (3) 


Division III 


15. Is he quiet or talkative? 


Upholds his Talks more than Jabbers 


Speaks very Usually 
rarely. quiet end of talk his share 
9 а) @) @ © 
Division IV 


26. Is he easily discouraged or is he persistent? 


Melts before Gives up before Gives Persists until Never 
Slight obstacles adequate everything convinced of gives in, 
ог objections trial a fair trial mistake Obstinate 
(5) (3) a) (2) (4) 


BY permission of the publisher, New York: Harcourt, Brace & World, Inc., 1958. 
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Procedures for the systematic recording of observations are more objec- 
tive than anecdotal recordings, and they allow the observer to measure 
group as well as individual behavior. Limitations exist in the systematic 
recordings, however, since some traits are more readily rated than others. 
Each trait must be clearly defined so that it has nearly identical meaning 
from observer to observer and the opportunity to observe the trait must 
occur frequently during the total time of observation. The observation or 
mere noting of a particular trait or the frequency with which it is ob- 
served does not automatically lead to an understanding of the child. Fre- 
quently it is necessary to know the total situation which helped bring into 
play the observed behavior. In contrast, the ancedotal records permit 
more detailed and intensive study. 


Anecdotal Records 


Anecdotal records attempt to record the actual situation observed. For 
teachers interested in helping individual children, anecdotal records writ- 
ten by previous teachers can assist in understanding the role of past 
experiences in formulating the child's style of life. They also aid in an un- 
derstanding of current situations in the child's life and the child's personal 
interpretations of his experiences. Teachers need to see life through the 
child's eyes, to infer his perception of self through their observations of 
his behavior. While studying and observing children, the teacher can also 
begin to develop insight into her own behavior, how the child's behavior 
affects her, and how she affects the child's behavior. 

Ап anecdote is a word picture of an incident in the life of a child, one 
significant piece in the jigsaw puzzle which, when assembled, will con- 
tribute to a more complete picture of the child. ` 


Dr. Daniel A. Prescott lists seven sources for obtaining anecdotal infor- 
mation.5 


“1. Observing the child in action in the classroom, on the playground, and 
elsewhere in and around the school and writing descriptive anecdotes 
about characteristic and routine bits of behavior, as well as about unusu- 
ally significant or revealing episodes. 

2. Studying the child's accumulating records at school and entering sig- 
nificant data from them into his own written record about the child. 

3. Making visits to the child's home, conferring with the parents both at 
home and at school, and recording descriptions of what he observed in 
the home and significant portions of the conversations with the parent or 
parents. 

4. Observing the child's life space, recording descriptions of it and of 


5 Daniel A. Prescott, The Child in the Educative Process (New York: McGraw-Hill 
Book Company, 1957), pp. 151-52. 
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things going on in it, and making notes of the child's references to his own 
life space in his classroom functioning. 

5. Conferring with colleagues who have taught the child in the past or 
are currently teaching him or who have special opportunities for observ- 
ing him in action, and recording the facts they can give rather than their 
evaluations of or opinions about ihe child. 

6. Collecting and examining samples of the child's classroom work, in- 
cluding written work done in each subject of study or unit of work, draw- 
ings, paintings, and other products of manual or creative activity, and 
saving characteristic samples of these for inclusion in the study record. 


7. Conversing with the child individually and informally after school, at ` 


recess, or during free time and recording significant bits of these conver- 
sations,” 


To understand motivation, the direction and purpose of the child's 
movements, you must see behavior accurately and report it descriptively. 
This necessitates avoiding recording your immediate evaluation and per- 
Sonal interpretation of the event. Instead, one must observe precisely and 
recapture in the anecdote the moment of observation. 

Dr. Prescott has developed specific characteristics for a good anec- 


dote.* 
“L It gives the date, the place, and the situation in which the action oc- 


Curred. We call this the setting. 

2. It describes the actions of the child, the reactions of the other people 
involved, and the response of the child to these reactions. { : 

3. It quotes what is said to the child and by the child during the action. 
ETE Supplies ‘mood cues'—posture, gestures, voice qualities, and facial 
expressions that give cues to how the child felt. It does not provide inter- 
Pretations of his feelings, but only the cues by which a reader may judge 


what they were. 
5. The description is extensive enough to cover the episode. The action or 


Conversation is not left incomplete and unfinished but is followed through 
to the point where a little vignette of a behavioral moment in the life of 
the child is supplied.” 

Research at the Institute for Child Study in Maryland has revealed 
that the average amount of time needed to write an anecdote is eight 
minutes.” Many situations do not require this much time, although occa- 


Sionally the writing may take longer. Frequently, teachers have to write 
anecdotes after school is over. It is helpful to make a few notes as re- 
Minders at the time an incident occurs and to have a special looseleaf 


indexed notebook in which to collect anecdotes. 


; Prescott, The Child in the Educative Process, Броне 
rescott, The Child in the Educative Process, р. 154. 


55 


CHILD STUDY TECHNIQUES 


Children seem to differ as to the kinds and amount of anecdotal infor- 
mation they supply. As a guide, try to record something about each child 
monthly. It is important to describe the child in a variety of situations— 
before school, on the playground, at recess, at lunch, in the hallways, at 
assembly, in special classes, on trips, at co-curricular activities, in the 
classroom—related both to the learning and adjustment processes. The 
anecdotes should reveal characteristic habitual patterns as well as atypical 
behavior. Include episodes that have special meanings to the child and 
where he seems to be especially involved. You can visit special classes for 
observation purposes, but events reported by the special teacher as they 
occur would be more valuable. 

The time-sampling technique described earlier is especially useful for 
describing the child who does not seem to manifest any recordable be- 
havior. Time-sampling alerts the teacher to how much is actually going on 
even though the behavior is unobtrusive. Note should be made of behav- 
ior which gives a balanced picture of the child—not just characteristic 
patterns with which the teacher is already familiar. It is essential to ob- 
tain knowledge of how the child acts in a variety of circumstances. 

Anecdotes yield information which is unobtainable in other ways, for 
example, the following anecdote from the record of a sixth-grade boy: 


Nov. 4, 1963, 3:20 p.m. 


Carl seemed to wait around after school today. He said, "Is there 
anything I could do to help?" I indicated I had to alphabetize the 
papers in several subjects, and he was welcome to help. 

He was quick to start on the spelling papers and soon completed 
them. When I thanked him, he said, “I guess when there is some- 
thing important to do, I can be helpful too. I never get a chance 
during the day because Sue, Sally, and Bill always volunteer first." 


The accumulation of anecdotes creates an insight impossible to derive 
from technical and statistical information. In many instances teachers are 
so involved with children emotionally that they are unaware of each 
child's individual characteristics. Anecdotal records, especially those taken 
by the time-sampling technique, can correct this erroneous impression. 

Through anecdotal records of facial expressions, mood cues, and con- 
versations it is possible to learn how the child's world looks to him and to 
become acquainted with the child's purpose. Anecdotes are one of the 
more effective methods of ascertaining the child's self concept. 

Recurring patterns of behavior as described in anecdotal records help 
identify the developmental tasks at which the child is working and the 
ease or difficulty he is experiencing in accomplishing them. Recurring pat- 
terns also help to identify adjustment problems or faulty assumptions 


under which the child is laboring. The following are excerpts from cumu- ` 


lative records of a fifth-grade boy. 
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Dec. 10, 1962, 9:30. 

As Janet walked to the front of the room to give her report, Dick 
left his seat to get his books from his shelf. Janet waited until Dick 
was seated and had his books in his desk before beginning the re- 
port. D.Z. 

May 6, 1963, 1:00. 

I announced the second section of the achievement tests would be- 
gin in five minutes and suggested that people sharpen their pencils 
now. D.G. 

1:05. 

I passed out the papers and began to read the directions. Dick 
dashed from his seat to sharpen his pencil, keeping one eye on me 
while he sharpened the pencil and returned to his seat. ‚С. 
Nov. 5, 1964, 9:50. 

The children were standing in line to go to the fall music festival. 
As I opened the door, Dick dashed from the line calling, “Wait a 
minute! I forgot my music!" He looked in his notebook, in the desk, 
and finally found the music on his shelf. DJ. 


Many techniques for assessing the status of a child in his group do not 
reveal why he has this status. Through anecdotal records the teacher can 
learn the behavior patterns in a child's interaction with his peers and thus 
identify underlying causes. 

Through anecdotes, the teacher may be able to identify the regular use 
of certain adjustment mechanisms. When the current behavior is viewed in 
the setting of a series of anecdotes, and from the subjective view of the 
child's life space, it takes on new meaning for the viewer. Inappropriate as 
these behaviors may be from the point of view of the adult, they can be 
understood as the best possible adjustment for the child under the circum- 
stances. The adult’s new insight into the child's behavior brings about 
greater acceptance and understanding of the child. This change in adult 
attitudes may eventually permit the child to revise his convictions and 
modify his behavior. 

By rereading the anecdotal records the teacher often discovers a typical 
response to the child of which he has been unaware and which may have 
influenced the child's behavior. 

Anecdotes are of value in parent-teacher conferences; furnish a back- 
ground for pupil placement in school; provide information for a counselor 
or for a psychological consultant; and serve as the basis for understanding 
problems that may develop between the school and the home. 

ee ee eMe Ы 
4. What clues do the anecdotes about Dick in the preceding material give 


us about style of life? What types of supplementary observations or 
anecdotes would you want about Dick? Give an illustration of how 


anecdotes may be of value to the school counselor or psychological con- 
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sultant. How can anecdotes be utilized in parent-teacher conferences? 
What limitations would you place on the use of anecdotes in either of 
these situations? 


It is important to look at the anecdotes critically to avoid collecting ma- - 


terials that are not of value in understanding behavior. Following are 
typical anecdotes that should be avoided, together with critical comments 
and suggestions for making an anecdote of the same situation more mean- 
ingful. These anecdotes about Jack started when he was in fifth grade. 


Anecdote: 
Cannot be depended upon. 


Comment: 
This is only a statement of opinion rather than an anecdote. 


Better: 
Oct. 21, 1964, 2:00 pm. 


We were working on a project involving study of the midwestern 
states. Jack had volunteered to bring the necessary maps from his 
father’s gas station. He said he had forgotten them, but would pick 
them up today after school. The class agreed that anyone could for- 
get and deferred this part of the project until tomorrow moming. 


Oct. 22, 1964, 11:00 a.m. 


Jack did not bring the maps. He said, “The ball game lasted longer 
than I had thought, and there wasn’t time to go to the station. 
Since we could no longer delay, Bill offered to pick them up over 


the noon hour. W.S 

Anecdote: 

Not capable of taking any responsibility. 
Comment: 


This is too general. Perhaps the fault lay with the teacher in not 
clarifying Jack’s responsibilities and how to assume them. We should 
know what the responsibilities were and how he failed. 


Better: 
Jan. 18, 1965. 


Jack's job was to see that we were signed up for audiovisual equip- 
ment and to bring it to our room for use. Plans for the use of this 
equipment were always made by class committees three weeks in 


е and placed оп the bulletin board and on а slip given to 
ack. 


Jack recognized he had caused the class considerable inconvenience 
Several times in the past and again toda 


Anecdote: 
Doesn’t work well with others. 
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Comment: 
Who were the others? What did Jack fail to do? 


Better: 
March 15, 1965, 1:30 p.m. 
The social studies committees were working on their reports. Doris 
was chairman of the southern states committee which included Jack, 
Susan, and Bill. There seemed to be confusion in this group so I de- 
cided to investigate. "Jack won't coo erate," complained Susan. 
"What do you want him to do?" I asked. Jack was frowning. "They 
say I have to study economic conditions in the states, and I am in- 
terested in state capitals," said Jack. "Did you volunteer to take eco- 
nomic conditions?" I asked. "There wasn't a chance to volunteer. We 
were just told her plans," answered Jack. “Is anyone investigating 
the state capitals?" I asked. The children indicated this job had not 
been assigned. "In that case, does the group mind having Jack study 
the capitals?" No one seemed to care. “What about the rest of you 
—are you all satisfied with your jobs?” They were. Jack went to the 
reference shelf and started to read. B.H. 

The pr eceding anecdotes imply a need for caution in making statements 

that are empty and worthless generalizations. Subjective thoughts and 

feelings of the observer should be avoided, if possible. Anecdote writing 

Should not be confused with interpretation and evaluation. Never think 

of the child's personality as characterized by a particular trait. 

To be avoided are five types of anecdotal entries, too frequently found. 
ehavior good or bad. 


1. Evaluative statement—anecdotes that judge a b 
athematics. When I 


Sample: Gary was always at my desk during m 
asked him to go to his seat, he showed a bad attitude. a j 

2. Interpretive statement—anecdotes that explain the child's behavior 
Оп the basis of a single fact. З 

Sample: We are making our Christmas presents, and Carl is most un- - 
Cooperative, This is because his parents are divorced. A 

3. Generalized descriptive statements—anecdotes that call characteristic 


$ е described in general фр VE үт 
ample: Larry is always annoying the boys in € ? А 

4. directions that wa a SRA of the setting—behavior that is ac- 
ceptable in one setting may be most inappropriate in another. x 

Sample; Marvin defended his point of view vigorously for five е 
5. Undated and unsigned anecdotes—there should always be an in A 
tion of how the event fits into the time sequence. The date and time of an 
anecdote helps the reader capture some of the setting; access to x an 
“als of the anecdote writer provides the opportunity to clarify details. 

Anecdotes enable the teacher to observe and record child behavior md 
Variety of natural circumstances. This type of information, not E Шу 
» Vailable to any other professional, offers the opportunity eventually to 

7€ patterns and help in understanding the child. 
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In an anecdotal record, the visual and auditory impressions of the be- 
havior just observed are transcribed into a sequence of events, from be- 
ginning to end; if possible, the language of the child is included exactly | 
as heard. 


The following form is Suggested as a way in which to organize anec- 
dotes: 


Date Setting and Incident Interpretation 


The interpretation may be in the form of an hypothesis to be confirmed 

or refuted at a later date after more observation. : | 
After several months of recording the behavior observed, evaluation of 

the behavior may be made. Among the accumulated anecdotes, informa- 

tion should be found to aid in answering these questions: 


- What are his major self concepts? Its? | 
How does he feel toward his family, his peers, other significant adults? 

- What are his goals? | 
- What are the developmental tasks on which he is working? 

- What are his assets and liabilities? 1 
- What are his values and how do they affect his interactions? 

- Under what faulty assumptions is he operating? 


гї® л оюн 


5. Write an anecdote of behavior observed in a classroom. Does it con- 
tain all the elements of a good anecdote? What did you find to be your 


major problems in anecdote writing? How can you solve some of these 
problems in the future? ; 


Observation is discussed more fully in the following books: 


Almy, Millie and Ruth Cunningham, Ways of Studying Children. New 
York: Bureau of Publications, Teachers College, Columbia University, 
1959. 

Carbonara, Nancy T., Techniques for Observing Normal Child Behavior. 
Pittsburgh: University of Pittsburgh Press, 1961. 


Cohen, Dorothy Н. and Virginia Stern, Observing and Recording the 
Behavior of Young Children. New York: Bureau of Publications, Teach- 
ers College, Columbia University, 1958. 


Driscoll, Gertrude, How to Study the Behavior of Children. New York: 
Bureau of Publications, Teachers College, Columbia University, 1941. 


Rusch, Reuben, and Richard Clark, Guide for Studying a Child. Albany, 
New York: Delmar Publishers, 1960. 


SOCIOMETRIC TECHNIQUES 


A number of sociometric techniques can assist in understanding atti- 
tudes toward self and others, They are used by teachers concerned with 
obtaining more than fragmentary data about the child. The validity of 
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these techniques is based on the setting in which they are administered 
and the relationship between the person administering the technique and 
the child, There must be an atmosphere of friendliness and mutual trust if 
the results are to be worthy of study. 

Although observation produces the widest range of information about 
the child, other techniques are used for specific information. Sociometry 
yields information about the individual's status with his peers and inter- 
group relationships, as well as group standards and values. Sociometric 
techniques are easy to use and readily adaptable to most situations. 

The first sociometric tests were devised by J. L. Moreno for use with 
delinquents in an institution organized on the cottage plan.5 They are 
readily adaptable to classroom situations. The teacher can ask the chil- 
dren to name, in order of preference, three children to sit near, three with 
whom to work, and three with whom to play. By picturing the results on 
a chart as in Fig. 3-1 it is possible to discover the "star," the person chosen 
most often, the "isolate," one who receives no choices; and "mutual 
choices," those who chose each other. 

Much of the success of the sociometric technique depends upon 
Whether the teacher uses the information in rearranging and planning 
with the group. If the children do not see the results being used, they 
may not be interested in giving accurate choices. Some authorities suggest 

Ve choices, but three are sufficiently discriminating for most classroom 
Populations and involve less tabulating. Results may be tallied as in Fig. 
3-1. The children’s names are listed in the wide left-hand column, keeping 
the boys separate from the girls. Each name is assigned a number nd 
Sponding to its position in the list. If No. 1 is Jane, the choices made 4 
her are tallied on the first horizontal line in the appropriately XS 
Column. The numbers heading the vertical columns cure to i 
рез accompanying the names. The tally mark is the preference 
Indicated, ; 

In our illustration, Jane's first choice was Mary, #5; second pro E. 
Sally, #2; third choice was Greg, #8. John's first choice jon ed are 
Second was Greg, #8, and his third was Jim, #10. Mutua K 2n 
circled. Thus, Jane and Sally chose each other, as did ra J Ы. T 

Results are tabulated for choices made by the same and oppost 


т raat 
tallied i 3 he extreme left and choices received, 
ed in the vertical columns at t i NU m 


tallied in the horizontal columns at the bottom o TE үк 

totaled for choices received from each sex, mutual choices by ta p m 

tal choices, Jane received a total of four choices, three from the sam 

and one from the opposite sex. She chose two of the girls wh a 
he names are then listed in the order of number of choices rec j 

pl: L. Moreno, Who Shall Survive? (Washington, D.C.: Nervous and Mental Diseases 

Publishing Co., 1934). 


6l 
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FIG. 3.1 


Sociometric Matrix Table Show 


List of all members of the group, 
posite sex; S.S. means same sex, 

Oices are numbered though gi 
Jane chose Mary first, Sally seco 
and opposite sex choice. 


Greg Butler 
Jim Castle 
Bob Davis 
Jane Ellis 
Bill Freeman 
Mary Gordon 
Ruth Harris 
John Johnsen 
Sally Martin 
Esther Shaw 


© к b bo CÓ o el 


m the list it is a 


Ero 
while Jane with four 
"isolate" was not cho: 
sults are pictured, as 


ing Choices 


girls first, then boys. O.S. means op- 
Circled numbers are mutual choices. 
ven equivalent weight. For example: 
nd, à mutual choice, and Greg third, 


Pparent that Greg is the “star” with seven choices, 


choices is the most popular of the girls. Esther, the 
sen, and Sally was chosen only once. When the re- 


in Fig. 3-2, 


it is easier to see the interaction of the 
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FIG. 3-2 Sociogram of Choices 


Girl indicated by circle, boy by triangle. 


т 
БО ме indicate the direction of choice. Girls are indicated by 
Teache oys by triangles enclosing the child’s initials. 
Honshi TS can use sociometric information as a basis for studying rela- 
Boer ps within the class. Children with social power, those chosen fre- 
ае, can be selected to give leadership to group enterprises. The 
tally [Xe be grouped with the more popular children they choose. The 
Glass, Ge also provide a basis for exploring the values and standards of the 
“Who Tt discussion can be used to examine issues. 
Bie. J re They is a paper and pencil technique which may help the 
selection etermine the reasons for the choices made in the sociometric 
ESLER (o S. It consists of statements descriptive of children. Each child is 
would & write, below the paragraph, the name of a child in the room who 
t the description. Since he is not asked to sign his own name to 


the y 
paper, it is assumed that the opinions are à true reflection of the 
some question as to the advisability 


debe a of his classmates. There is | abil 
GRIS a child to select someone to fit an uncomplimentary description. 
а child’ y, it will not improve the cohesiveness of the group to accentuate 
ка s liabilities rather than his assets. Forcing а child to name another 
eee of his negative characteristics may immediately widen the 
shi etween them. The statement could be adapted to group relation- 

ps and should include positive and negative characteristics. A sample 


(9) E 
ч Some “Who Are They” items are: 
th P are the boys and girls that complain 
2. Wh appy. They want to have their own way. 
tot O are the ones that get bothered and upset w 
alk or recite? 
ho are the ones that body in the class? 


about things? Nothing makes 


hen they are called on 


are liked by almost every 
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4. Who are the ones that break rules, rules of the school and rules of the 
games? 


5. Who are the ones who are mean and cruel to other children? 


6. Who are the ones who are too shy to make friends easily? It is hard to 
get to know them. 


7. Who are the boys and girls you would like for your best friends? 


. If you have access to a classroom teacher, ask permission to assist in 
making a sociometric study of the room. If the teacher is willing, you 
might have her first attempt to rank the children in sociometric prefer- 
ence order and then compare her ranking with the actual results. 

ү Specifically, 
illustrated in 


how would you use the information on the sociometrics 
Fig. 1 and Fig. 2 to work with this group in a classroom 


SS CONUM... 


For more detailed information on the use of sociometrics the student is 
referred to: 


Gronlund, N. E., Sociometrics in the Classroom. New York: Harper & 
Row, Publishers, Inc., 1959. 


Jennings, H. H., Sociometry in Group Relations. Washington, D.C.: 
American Council on Education, 1948. 


» "Sociometric Grouping in Relation to Child Development," 
in Fostering Mental Health in Our Schools, Washington, D.C.: National 


Education Association, Association for Supervision and Curriculum De- 
velopment, 1950. 


DETERMINING THE CHILD'S GOALS AND SELF CONCEPT 


Since knowledge of a child's goals and his self concept are important in | 
understanding development, many instruments have been devised to help 
the teacher get this information, most of them in the form of question- 
naires. Because they require a knowledge of reading and writing, they 
cannot be used successfully below the fourth-grade level unless the teacher 
has the time and place to talk privately with each child. Some teachers ar- 
range for interview time by assigning the class work at their desks while 
they interview individuals. 

The interest record elicits information about preferred activities in and 
out of school, favorite radio and television programs, the type of role he 
would choose to take in a play and why, the kind of animal he would 
choose to be and why, things the child fears, three wishes, his ambition | 
for adult life, and so on. Answers to these questions frequently reveal con- 
ditions at home that worry the child, as well as many misconceptions of 
what is occurring at school, Knowing why the child makes a particular 
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choice often reveals qualities that appeal to him. If a child says he would 
like to be an alligator, do not assume it is because the alligator lies in the 
sun all day. Encouraging the child to give a reason for his choice may re- 
veal that he wants:to be an alligator because most people are afraid of 
alligators. There are many reasons a child may wish to be a bird: a bird 
flies, a bird is beautiful; a bird sings beautifully; a bird has no one to boss 
him. Various qualities attributed to every animal, and those which fre- 
quently appeal to a child are ones an adult may not even think of. There- 
fore, it is most important to get the child's reasons for his responses to 
such questions if the technique is to have any value. А complete copy of 
the interest inventory is found in the Appendix, p. 410. 


| 
| 8. What are some practical ways in which the interest record might facili- 
tate the teaching-learning process? Interview a child with the interest 
record, and be prepared to discuss and defend what you believe you 


learned. 


| ._ I ИНЫЕ 


A sentence-completion form can produce the same information as the 
interest inventory and is more successful than direct questions with many 
children. Children automatically complete a sentence, and the spontaneity 
with which they respond makes the answers more reliable. Typical sen- 


tences are: 


Nothing makes me more angry than. . . . 

What people like most about me is. . . . 

What gets me in trouble is. . . . 

My ambition is. . . . 

I feel afraid when. . . . 
If the teacher has an idea she would like to have confirmed she might in- 
clude a sentence to elicit the information. Sample forms are included in 
the Appendix, p. 411. 

“I Am a Person Who” is another paper-and-pencil technique to help get 
a picture of the child’s self concept. The child is given a sentence describ- 
ing a person and is asked to indicate whether this person is very much like 
him, a little like him, or not like him. Some of the statements are: 

I am a person who has many friends. 
I am a person who always gets my way. 
I am a person who likes to sit and daydream. 
A complete copy of the form is found in the Appendix, pp. 412-413. 

In addition to yielding a picture of the child's self concept, "I Am a 
Person Who" may show his contact with reality and any faulty assump- 
tions under which he may be operating. The child who consistently 
checks the ^a little like me" column may be reflecting an overconcern for 
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the opinions of others, a hesitancy to take a positive stand "very much like 
me" or “not like me” because it might be the wrong answer. The child 
who is never absent from school yet says that the person who is sick a lot 


‘is very much like him is obviously acting under a faulty assumption. The 


child who sits in a classroom unaware of what is going on around him 
while he is lost in daydreams yet checks that the person who likes to sit 
and daydream is not like him is not aware of himself. 

By assigning a value of 5 points to the "best" answer (in some cases 
"very much like me"; in others "not like me"), 1 point to the “worst” an- 
Swer, and 3 points to the "little like me" answer, it is possible to obtain a 
total numerical rating. While no norms have been set for the test, ranking 
the children in one group by their numerical scores enables the teacher to 
judge the adjustment of the individual as compared with others in the 
group. 


A B с 
Very A Not 
Much Little Like 
Like Like Me 
Me Me 
I am a person who has many friends. 5 3 1 


“In the example, which is the first statement in “I Am a Person Who,” A 
is the “best” answer and would receive a score of 5 points. Any answer in 
the “A Little Like Me” column is always scored 3; so B would receive 3 
points. C is the “worst” and would score 1 point. Each question is rated on 
the same scale. Presumably, the child with the highest numerical rating is 
the best-adjusted in the group. While no statistical studies have been 
made with this device, observation would tend to bear out the assump- 
tion, 

Time is required to think about and interpret the results of both the 
interest-inventory and the sentence-completion techniques. No completely 
satisfactory scoring method has been devised for either instrument. How- 
ever, these techniques can provide valuable clues to explain behavior. 

Many teachers obtain essentially the same information from school as- 
signments. An autobiography can be very revealing if the teacher specifies 
aspects that should be included, such as a description of the child and his 
place in the family; a description of the family including parents, siblings, 
and grandparents if they live with the family or are frequent visitors; a 
description of the home; how the child spends his time; things the family 
does together; things he likes best to do; his ambitions or dreams for the 
future, However, it cannot be stressed too strongly that the autobiography 
must be treated as creative writing rather than an exercise in grammar, if 
the teacher is using it as a device to learn the child’s feelings. The child 


CHILD STUDY TECHNIQUES 


must know that the teacher is interested only in content and that the 
work will not be checked for spelling, punctuation, sentence structure, etc. 
Some may ask, "Why the autobiography? Can't this information be 


obtained from the records?" з 
It is true that facts are contained in school records, but facts are not 


what the teacher is after. Rather, the child's perception of these facts, the 
child's view of his place in his environment is sought. The description in 
the autobiography may not be factual, but rather a description of life 


as the child would like to live it.? 

The family constellation presents a picture of sibling interrelationships. 
Тһе position of the child in the family and the way he views that position 
influence the way he views his world and himself. Frequently the teacher 
can learn the family constellation from the school records. If the records 
do not contain this information, it can easily be obtained from the child. 


This knowledge furnishes a frame of reference that is invaluable in un- 


derstanding his behavior. First note the ordinal position of the child in 
the family. There are exceptions to any generalizations; still you should 
know the classical descriptions of ordinal positions. 


The eldest child is exposed to a situation where, for a limited period, 
he is the only child. As an only child it is probable that he receives 
considerable attention. Then, suddenly, he finds himself dethroned. 
He must deal with someone who appears to be robbing him of his 
mother's love. He tries to diminish the disadvantage of being de- 
throned. He wants to be first, and where he cannot be first he may 
lose interest. He strives continually to protect his position as the eld- 
est child. 

The second child is confronted with a sibling who is always ahead 
of him. He is not as able as the elder child. He may come to feel that 
his inferiority is indicated by things that the older can do and he 
cannot. The second child often acts as if he has extra ground to 
cover. He has to catch up, to become “more”; more often than not 
he becomes more of what the eldest is not. He may, for example, be- 
come more active or more passive, more independent or more de- 
pendent. ; 
The middle child usually has neither the rights of the oldest nor the 
privileges of the youngest. He has to elbow his way through life. He 
may feel squeezed out and then tend to feel that life is unfair. Or, 
the middle child may succeed in pushing both competitors down 
and thereby gain superiority over both. 

The youngest child is the baby. He is the low man in the power 
structure of the family, but he may well turn this to his advantage. 
He has a greater chance to be spoiled. He frequently develops char- 
acteristics by which he can find a special place for himself, by being 
the cutest, the most charming, the weakest, the most helpless. Al- 


э Don Dinkmeyer, “Reconsideration of the Autobiography,” The Vocational Guidance 


Quarterly, VI, No. 1 (1957). 
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though he may be the most ambitious, it is frequently found that if 
he cannot surpass all others, he becomes easily discouraged and 
then gives up in despair. 

The only child spends his formative years among persons who are 
all bigger and more capable. He soon has to develop skills that as- 
sure him the attention and help of adults. He may develop charm 
and intelligence, or he may become helpless or ѕһу.10 


With each succeeding birth, the» position of each child other than the 
eldest changes. The child who was once the baby may become the mid- 
dle child, or he may become the eldest boy and as such assume new im- 
portance. The death of a child eliminates one of the competitors, with a 
consequent change in position and perhaps behavior of the remaining 
children. There is constant competition among siblings to find a place of 
importance. Sometimes a child identifies with an older child of the same 
sex; sometimes he just gives up in discouragement and becomes helpless. 
In large families there is often an ordinal position by sex, as the oldest, 
middle, or youngest girl or boy. If there is a large age span between the 
first and second child, the second child does not have to compete with the 
first who, in the eyes of the younger, takes his place with the adults in 
the family, thereby permitting the younger to assume the position of 
eldest or only child. 

The important aspect of the family constellation is not the child's posi- 
tion per se, but how the child views that position. The boy who has three 
older sisters would probably not view himself as the baby in the family 
but would assume the position of an only child—the only boy. Knowing 
the child's position in the family does not predict behavior but supplies 
hypotheses which can be tested. 

In the case of children who are especially difficult to teach, a specialist 
might ask the child to rate the siblings, including himself, on traits such 
as intelligence, rebellion, and helpfulness around the house. This tech- 
nique, which requires special training, can give an interesting picture of 
interaction within the family and the child's view of the world. 


CU AU eee ———ÁE ee 
9. Johnny is eleven, with brothers twelve and nine who are both good 
students. The older brother conforms to the expectations of adult so- 
ciety. The youngest boy is very competitive. Make some assumptions 


about the family values, and describe what you might expect from 
Johnny. ' 


10. 


Look аё 


апа 


your own family constellation, ог one you are familiar with, 


explain the behavior of one of the siblings. 


ccocuscuco l0 пой ж ышы? с э-н” ee 


10 Don Dinkmeyer and Rudolf Dreik : р 
couragement Process (Engle CRE pen a e ps sd 


wood Cliffs, N.J.: Prentice-Hall, Inc., 1963), pp. 21-22. 
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Early recollections, the earliest specific incidents the child can remem- 
ber in detail, may be included in the autobiography and can reveal the 
child's self concept and his attitude toward life. Many. psychologists, 
among them Alfred Adler, believe that perception and memory are both 
related to the individuals frame of reference. Adler held that early 
memories were retained because of a selective factor in memory, and that 
this selective factor was not repression, but rather consistency with the 
individual's attitudinal frame of reference, the life style. While detailed 
interpretation of the recollections can be made only by one trained in 
projective techniques and analysis of early recollections, the teacher may 
be able to recognize such attitudes as “I'm special”; "There is danger 
everywhere"; “1 do not do as I should"; "Others must help me,” as sug- 
gested in Harold Mosak's excellent article on the subject. 

Similarly, items usually included in a sentence-completion exercise or 
the interest inventory may be assigned as topics for creative writing. 
Wishes are a good topic with which to start, not only because most chil- 
dren would have no trouble with it, but also because it could be most 
revealing. Reasons for the wish should be included. The quality of in- 
formation forthcoming would depend to a great extent upon the ground- 
work laid by the teacher. To stimulate thinking, the teacher might suggest 


some of the following wishes: 


I wish I could help plan things. 

I wish I had a brother (or sister). 

I wish my teacher liked me. 

J wish I were the oldest child. 

I wish my family noticed when I did things right. 

I wish I did not have so much to do. 

I wish I didn't have to grow up. 

I wish I were not afraid of mistakes or being criticized. 


I wish I were grown up. 

Magazine pictures can be used as the bases of stories. The child views 
the picture and then writes a story about it. Particularly well-suited to 
this technique are the pictures of Norman Rockwell or advertisement 
illustrations found in the popular magazines. Younger children enjoy this 
device, which could provide insight into how the child views the world 
and his place in that world. : * 

Creative art work is also a clue to the child's self concept, although this 
is considered more valid before the child has been given instruction in 
the use of color, line, and form. The child's personality or view of himself 
may be reflected in the amount of space he uses for the picture and the 


colors he chooses. 


11 Harold H. Mosak, “Early Recollections as a Projective Technique,” Journal of 
Projective Techniques, XXII, No. З (1958). 
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Teachers can develop a better understanding of the child as they be- 
come more aware of possible sources of information. Just as you cannot 
hope to know a child through one period of observation, you cannot hope 
to learn all about him through any one of the other techniques for child 
study. You can, however, after focusing on the pattern of behavior re- 


vealed by the child’s daily work formulate a hypothesis about his self 


concept which can be proved or disproved through extended observation 
and the use of other techniques. 


PHYSICAL GROWTH ASSESSORS 


In addition to knowing how the child views himself and his world, one 
should know his unique pattern of development. Since the child starts 
growing from the moment he is conceived, it would be well to have in the 
school records a developmental history of the child. This should include: 


The physical and emotional condition of the mother during pregnancy. 
Anything unusual in connection with the birth. 

Height and weight at birth. 

Was he breast- or bottle-fed? Was he held during feeding? 

Age of weaning and any problems. 

Age when first tooth appeared. 

Age of walking. 

Age of talking, 

Age when toilet training was begun. 

Age when bladder control was achieved. Any regressions? Why? 
Age when bowel control was achieved. 

Preschool health. 

Early habits (finger sucking, nail biting, masturbation), 

Age of mother and father at birth of child. 

Number and ages of siblings in the family. 

Religion of mother and father. 

Occupation of mother and father. 

Education of mother and father. 

Nationality of mother and father. 

Any other people who live in the home. 


When the child enters school, he often starts a series of regular, con- 
secutive measurements in the physical, mental, and achievement areas. 
The concern here is not with methods of measurement, but with tech- 
niques for recording measurements so that the growth patterns are readily 
available for the teacher. 


One technique for seeing the growth of the child at a glance is a 
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growth-age chart, which is a simple graph. The horizontal axis is the 
chronological age, and the vertical axis is the growth age. 

Willard C. Olson and Bryon O. Hughes, who conceived the idea of 

growth ages, have recorded in table form growth ages for various meas- 
ures of height, weight, grip, and number of teeth.!? The growth-age sys- 
tem is based on the postulate that if the average six year old weighs 43 
pounds, then 43 pounds can be expressed as a growth age of 72 months. 
The growth-age tables are arithmetical averages, computed from actual 
measurements of large numbers of children at the various chronological 
ages. 
“The child’s height is measured in inches, with his shoes removed. 
Weight is measured in pounds with the shoes off and pockets empty. The 
strength of grip is measured in kilograms on a hand dynamometer. Dental 
age is determined by the number of permanent teeth. After the physical 
measurements have been taken, they are expressed in growth ages through 
the use of the conversion tables, copies of which can be found in the Ap- 
pendix, pp. 414-419. The growth ages are then plotted on the graph. 

The growth graph has a preprinted line for the average child who is 
growing at the rate of one year of growth age for each twelve months of 
chronological age. When the growth ages are plotted for the individual 
child, the teacher can see at a glance the growth pattern for the child in 
each area of growth as well as how he compares with the hypothetical 
average child. A separate color is used to graph each of the ages which 
make up the organismic age: height age, weight age, grip age, dental age, 
mental age, arithmetic age, and reading age. 

While physical measurements must be converted to growth ages, the 
mental age, arithmetic age, and reading age are obtained from the tables 
which accompany the intelligence and achievement tests. A convenient 
method for assembling the data before plotting is the individual growth 
record card, in the Appendix, p. 420. 

The growth data for a girl from first through sixth grade, p. 72, is 
plotted on the chart in Fig. 3-3. 

The Allometric Chart for Mental and Achievement Tests, Fig. 3-4, is 
a device which may be used to plot mental ages and achievement ages. 
Since normal growth when graphed produces a curve, the allometric 
chart has been corrected for the normal growth curve so that the hy- 
pothetical average growth of one year of mental age or achievement age 
for twelve months of chronological age when plotted will result in a 
diagonal line. Preprinted on the graph are channels of achievement for 
various IQ levels. Thus, a child with a given IQ should be achieving 


12 Willard C. Olson and Byron O. Hughes, Manual for the Description of Growth in 
Age Units (Ann Arbor, Michigan: University Elementary School, University of Michi- 


gan, 1950). 
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FIG. 3-3 Growth Data for a Girl From First Through Sixth Grade 


of the channel shown on the chart. When actual achieve- 
one can see at a glance if the child is growing academi- 
hannel—his normal range—or if he is achieving more or 


within the range 
ment is plotted, 
cally within his c 
less than would be expected from his IQ. 

МАШЫ; mos ont Eod acm АВА Де MU 
11. What would you, as a teacher, do if you found, by plotting a child's 
achievement on an allometric chart, that the child was performing 

above his channel? Below his channel? 
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FIG. 3-4 Allometric Chart for Mental Ability and Achievement 
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The Wetzel Grid is a graphical technique for judging the physical 
growth and fitness of a child from data on his weight, height and age. The 
chart, Fig. 3-5, consists of two main panels: on the left, one plots weight 
(in Pounds or Kg. on the vertical axis) against height (in Inches or Cm.) 
on the horizontal axis. Seven Grid Channels running diagonally upwards 


GRID for Evaluating PHYSICAL FITNESS 
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FIG. 3-5 The Wetzel Grid 


A typical example of simple growth failure as disclosed by plotting 
heights and weights on a Grid. The essential signs of growth failure 


which this girl revealed during her 5-year course of unsatisfacto 


ry growth 


between points l and 2 in the channel system, and along her actual 


auxodrome А: 
slow-down in the rate of development which would normally 


B, are: (1) loss of physique from channel M to B4 and (2) 


have car- 


ried her along the expected auxodrome AD. The vertical distance BD of 
14 levels represents growth lag at B and is equivalent to about 14 years’ 


development. 


Courtesy The Journal of Clinical Nutrition. 


76 


CHILD STUDY TECHNIQUES 


define types of physique ranging from Stocky in channel Аз and А», 
through Medium (A;, M, Bı) to the slender or linear types in B» and В. 
On the other hand, Body Size is measured in terms of "levels of develop- 
ment" according to the scale at the left of the Channel System. In the 
right-hand panel, level of development (or Size) is, in turn, plotted against 
age and thus yields direct visual evidence on the Speed or rate of prog- 
tess. Five calibrated curves show the percentage of children on or ahead 
of each such standard schedule of growth. 

The Grid provides a simple, reliable and direct comparison with a child's 
own plotted growth progress in terms of body size, physique and direction 
of growth, as revealed by his course through the channel system, and, 
additionally, in terms of growth Speed, as reflected by his comparative 
advance along the family of standard auxodromes in the right panel. 

The Wetzel Grid appears to be one of the most promising of the tests 
for appraising the fitness status of school children, 

Whatever the technique for studying growth, the concern should be 
with the gains the child is making in each area over a period of time, 
rather than with his status at any particular time. In order to gear learn- 
ing experiences to the individual child, it is necessary to know how he is 
progressing through his growth cycles in terms of both direction and rate. 
Tabulations of physical measurements and age or grade levels of achieve- 
ment are only status statistics, Only as we see the amount of growth that 
has taken place each year in each area do we have a picture of the prog- 
tess made. If a child has been growing in height at the rate of nine months 
in height age for each twelve months of chronological age and then in one 
year gains nineteen months in height age, the indications are that he is 
entering another growth cycle. This may be a clue to both parents and 
teachers to provide a rich environment of experiences from which to 


choose as he reaches the level of maturation at which he is ready for 
them. 
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PRINCIPLES. 
OF DEVELOPMENT 


FACTORS OF HEREDITY, ENVIRONMENT, SELF 


The student of child development should have a foundation 
in the principles of human development. These principles ex- 
plain the basic factors which govern all growth and develop- 
ment. The individual is a product of hereditary, environmental, 
and self factors. 

Hereditary factors are innate characteristics with which the 
child is equipped at birth. Prime factors in growth, heredity 
forces control the basic nature of the organism and the rate at 
which the organism covers the life cycle; they are the basic 
assets and*liabilities, structural and functional, which allow 
the organism to use both nature and nurture in development. 
While hereditary factors generally come into play prior to 
birth, they, do influence growth throughout life, just as some 
environmental forces are operative prior to birth. 

The environment is a factor which must be continually stud- 
ied in connection with hereditary forces. There is an increasing 
recognition that genes must function within a specific en- 
vironment. Environmental factors we would consider include 
the intrauterine environment, the family atmosphere, methods 
of child training, the family constellation, the total social com- 
munity and the socioeconomic factors. 

Self factors include the child's feelings and conceptions 
about himself, other persons, society, and his universe of ex- 
perience, including his convictions, values, goals, and attitudes. 
The meaning the child inserts into his experiences, his indi- 
viduality, and the manner in which the child characteristically 
perceives his experiences are included in the definition of self. 


Heredity 


Through heredity the child acquires from his parents po- 
tentials for development which are inherent in the germ plasm 
and associated cell structures. The basic agents of development 
are genes, frequently referred to as determiners of the organism. 

Genes are tiny particles, roughly thirty thousand in num- 
ber, which make up the forty-six chromosomes in human be- 


ings. Through a special process of cell division, egg and sperm cells lose 
half their chromosomes. When the sperm unites with the egg, two halves 
are joined, providing the new cell with the normal number of chromo- 
Somes. 

The new individual's life begins, then, at conception, when the sperm 
penetrates the wall of the ovum releasing twenty-three chromosomes. At 
almost the identical time the inner core of the ovum breaks to release 
twenty-three chromosomes of its own. Knowledge of this process enables 
the student of child development to understand how the chromosomes 
Serve as carriers of the child's heredity. 

The immense variety inherent in each individual's genes and the sig- 
nificance of dominant and recessive factors in the study of genes do not 


e need only know that it is the interaction among these 


concern us here. W 
genes which predisposes the growth of all the physical structures of the 


body. What effect genes have on the development of specific nonphysical 
human traits is not known. 

Frequently, individuals are concerned about t 
on specific traits and ask, 

"How tall might our children be? Will they tend to be overweight or 
thin, well-coordinated or clumsy? How about special talents? Will 
they inherit mother's talent for music, father’s,specific skill in sports? 
Which of these things will develop in a specific offspring? 


he influence of heredity 
p 


Each of these factors is dependent upon both hereditary and environmen- 
tal forces. Certainly, environmental forces can modify or enhance predis- 
positions present in the genes. Even some inherited structural defects can 
be overcome, as with the use of eyeglasses. 

Intelligence is often of much concern to parents. Is intelligence in- 
herited? If we mean only the potential for intelligence present in the 

enes, then we may speak of intelligence as inherited. If we go one step 
farther, to define intelligence in terms of its functions or the way in which 
it is demonstrated, then the proportional influence of heredity drops. Po- 
tentialities are inherited. Their optimum development is highly dependent 
upon the amount of nurture the environment provides and the way in 
which the individual chooses to utilize this nurture. 

Acquired traits are not inherited, nor are character inadequacies, nor 
the complex behavioral patterns involved in certain types of skills. Cer- 
tainly the value system of an individual is not inherent. Concepts and as- 
sumptions about life are not inherited. 

Considerable variance is possible in the development of any individual. 
In any single mating the possible combinations of chromosomes.between 
the male and the female are statistically enormous; the possibility of any 
one such combination being repeated more than once has been estimated 
at about one in three hundred thousand billion. It is apparent that the 
different combinations possible from roughly thirty thousand genes in 
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the system can assume a figure beyond our capacity to predict or compre- 
hend. When one expands the concept to include all the physiological and 
chemical factors present in the environment as modifying forces, then the 
differences possible in human development become, for practical pur- 
poses, infinite. 


l. Sometimes people ask, why are there such great differences in the 
physical characteristics of children from the same parents? How would 
you explain these differences? 

Peter, age thirteen, is an excellent student, tall, with red hair and blue 
eyes, overweight, argumentative like his father, poorly coordinated in 
baseball and basketball, but above average in tennis and golf. Socially, 
he plays with one child but prefers to be alone. How would you ex- 
plain the above traits in terms of the relative influence of hereditary, 
environmental, and self factors? 


to 


3. If you are observing or studying a child, list some of his traits and dis- 
cuss them in terms of the hereditary, environmental, and self factors. 
1 Ao] -_— um x — ua 
Maturation - 


Closely related to the hereditary factor in our consideration of develop- 
ment is maturation, which is the regulatory mechanism primarily depend- 
ent upon physical growth in contrast to experience or training. Maturation 
directs the biological development of the bodily machinery. It accounts 
for changes that take place in the absence of specific practice. Basic re- 
search in maturation studies points to the fact that behavior patterns of 
the infant and child are controlled by developmental levels in neuromus- 
cular maturation, and it is futile to try to train a child in some activities 
before the neural mechanism is ready. The patterns of all behaviors in- 
fluenced by maturation tend to show evidence of spurts, plateaus, and 
varying fluctuations. Thus, we can see that maturation and learning are 
different facets of a fundamental process of growth. In any type of educa- 
tional planning it is well to look for the cues or signals which reflect a 
maturity of the neural mechanisms. 

The general principle of maturation has certain educational implica- 
tions. The individuals ability to profit from his experiences is closely re- 
lated to the level of development he has attained. Practice may accelerate 
the attainment of a skill when it is introduced at a time the child is ready 
for it. Imposed before readiness, however, practice may inhibit the indi- 
viduals potential and carry concomitant discouragement factors which 
influence his future performance. 

Premature practice, it seems evident, is educationally unsound. There 
are many implications as to its influence on a child's interest, cooperation, 
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and formation of negative attitudes. On the other hand, optimal readiness 
is a relative factor, and the professional educator must be alert to the 
possibility that waiting too long may be as harmful as premature forcing 
or pressuring. Readiness and maturation are concepts which must be ap- 
plied on an individual basis. 
[m 77  . "c 
4. At present some children are taught to read in prekindergarten and 
kindergarten while other children do not begin the reading process un- 


till second grade. Relate these varying practices to the concepts of 
maturation and readiness. Is readiness a concept which should be con- 
sidered only at the beginning of school or at the onset of a specific de- 
velopmental cycle? How are the readiness and maturation factors 
influential throughout all school experiences? 


La as eee ee Lu 


Environment 


Parents and teachers are concerned with providing environmental nu- 


trients to maximize development. The most significant factors in the en- 
vironment appear to be those which promote an atmosphere of security, of 
basic trust, whether it be between parent and child or teacher and child. 

The child needs a secure and happy home life with adequate love rela- 
tionships. When he is deprived of these love relationships, his capacity to 
achieve his hereditary potential is limited. Love relationships, in many 
ways, appear to be as significant as the meeting of physical needs. 

There should be wholesome attitudes in the family toward learning and 
cultural experiences. This implies a family way of life from which the 
child is able to learn more than from the devices his parents may use to 
stimulate his interest in reading and participation in cultural events. 

The best atmosphere for learning is one in which the child is encour- 
aged. The home or school atmosphere should provide a variety of experi- 
ences and opportunities for the recognition of the child’s assets. At the 
same time, it should avoid applying pressure and forcing the learning 
situation, The potential of an individual is more likely to be reached 
when the environment offers a wide variety of experiences in an atmos- 
phere in which the individual is accepted as he is. 


5, Since the environment has been demonstrated to have an effect on the 
child’s development, give examples of how development might be af- 
fected by different types of environmental factors, such as family atti- 
tudes, position of the child among siblings, socioeconomic position, and 
other factors you consider pertinent. How can the teacher and the 
school overcome negative environmental factors? 
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The Self 


Ап important but often neglected factor in understanding principles of 
development is the self factor, the person's inner world. It is composed of 
his feelings, strivings, thoughts, and general view of self and is made up 
of the evaluations, convictions, attitudes, and assumptions upon which 
daily decisions are made. When one is in empathy with the self of an in- 
dividual, then it is possible to understand his pattern of life. Knowledge | 
of a person's life style enables us to look at the purposes and goals which | 
underlie behavior. | 

The self factor cautions us against interpreting hereditary or environ- | 
mental influences mechanistically. We must recognize that they interact 
and are complementary, but the story of development is not complete 
without including the role that the self plays in dealing with varied influ- 
ences. 

It is probably obvious that it is more important to determine how the 
individual uses his potentialities and his environmental factors than to 
determine which ones he possesses. Here is where an understanding of 
the self or life style facilitates understanding of any given individual. The 
self is highly influential in the interpretation of hereditary and environ- 
mental forces. We have all observed physically handicapped children. 

Some function quite effectively almost because of the handicap; others 
utilize the same handicap as an excuse for inadequacy, inferiority, or in- 
A capacity. 
= a ee _._ М 
6. How can understanding of the self or the life style be of value to the 
parent in educating and training the child? 
7. What are the implications of the psychology of use—the fact that it is 
more important to know how the person uses his traits than to know 
what the traits are—for understanding some of our studies of under- 
achievement and delinquency? 
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INTERACTION OF HEREDITY AND ENVIRONMENT 


Heredity and environment are actually complementary in the total 
growth process. Heredity must be given an environment in which to 
function, whereas environmental factors can contribute only to the genetic 
potentialities of a living and growing organism. Because the factors of 
heredity and environment are so inextricably interwoven, it is scientifically 
impossible to separate them and determine the comparative effect of each. 

Heredity, through the interaction of genes, sets some limits on our po- 
tentialities. Success in attaining the utmost possible development depends 
upon the interaction of numerous environmental influences, which begin 
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at the onset of life, many months before birth. Montagu? has suggested 
the concept would possibly be clarified if instead of using the word 
heredity we were to use the word potentialities. A complex of specific 
potentialities influences the developmental processes and is influenced in 
turn by the environment. The interaction is so complete that the concepts 
of heredity and environment are primarily useful as convenient abstrac- 
tions, Development is constantly being modified by internal and external 
influences that interact. 


The self interacts continually with hereditary and environmental influ- 


ences and results from the interpretations the individual has made about 


his experiences. The child's experiences in his primary society, the family, 
are primary determinants of his conclusions about relationships. His eval- 
uation of self and society and his conclusions, attitudes, convictions, and 


assumptions make up the life style. 


THE ORGANIZATION OF LIFE 
Although hereditary, environmental, and self factors may be isolated 
their interaction will never really be understood 


‘for analytical purposes, 
without comprehension of the dynamic, unified whole—which is more 


than the sum of its parts. 
Edmund Sinnott has attacked the dualistic concept of man’s nature, and 
suggests that 


man’s physical life grows out of the basic goal-seeking and purpos- 
iveness found in all organic behavior, and that this, in turn, is an 
aspect of the more general self-regulating and normative character 
evident in the development and activities of living organisms.? 


Sinnott contends that human beings are subject to self-regulatory be- 
havior, which seems to be always purposive in that it dictates actions in 
line with a goal set up in the system. Growth and development, with their 
increasing differentiations, orderly sequences, and complex interrelated 
events requiring precise timing are explained in terms of organization, the 
distinctive character of all life. Thus, the word organism is fortunate in 
that it emphasizes a significant characteristic of a living thing, its organ- 
ization. 

Sinnott points out, 


A remarkable fact about organic regulation, both developmental 
and physiological, is that, if the organism is prevented from reach- 


1 А, Montagu, The Direction of Human Development (New York: Harper & Row, 


Publishers, Inc., 1955). 
2 Е, Sinnott, Cell and Psyche: The Biology of Purpose (New York: Harper & Row, 
Publishers, Inc., 1961), Preface. Originally published by The University of North Caro- 


lina Press. 
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ing its norm or "goal" in the ordinary way, it is resourceful and will 
attain this by a different method. The end rather than the means 
seems to be the important thing.* 


He goes on to remind us of the basic nature of biological organization. 


It is characteristic of living material as has been shown, that the 
organisms which it builds grow by orderly progression from one step 
to the next so that a definite series of. bodily structures with specific 
forms and interrelationships are produced, and that physiological 
equilibria within them are maintained by constant regulatory adjust- 
ments. This progressive, organized, and integrative character of life, 
its conspicuous and distinctive quality, is most commonly recognized 
in the development and physiological activity of the body, but it 
bears a remarkable resemblance to phenomena which are admittedly 
psychological. 


Sinnott quotes biologists extensively as he describes the relationship 
between the "goal-directed" processes of physiological activity and the 
concept of purpose, the basis of most psychological activities. 

Sinnott has done a monumental job of pointing out the relationship be- 
tween biological and psychological life. It helps us tó understand how all 


human beings produce activity which tends toward self-actualization. 


More extensive reading in his Cell and Psyche: The Biology of Purpose 
is recommended. 

The developmental processes take on order when viewed in terms. of 
certain principles. The following principles are useful in understanding 
human development. 


DEVELOPMENTAL PRINCIPLES 
Growth is patterned 


Each child has his own pattern which emerges at his own characteristic 
rate. Some children mature early, others late. In research or teaching, chil- 
dren should never be compared unless their rate and pattern of growth 
have been taken into account. We can distinguish readily on а growth 
chart the children who present early, late, and split growth patterns. 
The pattern of growth is directly related to the factor of the individuality 
of growth. The Harvard Growth Study, using one of the largest samples 
of physical growth available, presented clear evidence of the fact that 
there are no two identical growth patterns. 

Psychological growth also is patterned, and the individual’s psychologi- 
cal pattern is also unique. As we become cognizant of these two facts, we 


8 Sinnott, Cell and Psyche, p. 33. 
4 Sinnott, Cell and Psyche, p. 44. 
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FIG. 4-1 Girl—Early Maturer 


are more likely to understand the individual. For example, the psycho- 
logical interview or developmental history frequently presents us with a 
picture of a child who was resistive in terms of early feeding functions. + 
At a later stage he may not have assumed responsibility for dressing him- 
self as desired. These facts show the emerging pattern of response, which 

is psychological as well as physical. 
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FIG. 4-2 Boy—Late Maturer 


Growth is sequential 


Growth follows an orderly sequence, which, in general, is the same for 
sall individuals. The work of Gesell and Piaget has been most definitive in 
establishing the sequential nature of growth. At the simplest level the 
young child progresses from lifting his hand to sitting up, standing and 
finally walking. Other facets of skeletal development also occur sequen- 
tially, as, for example, the law of cephalocaudal and proximo-distal devel- 
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FIG. 4-3 Boy—Split Maturer 


opment, whereby head development precedes foot development, and the 
central parts of the body mature earlier than the peripheral parts ofthe  * 
body. Teeth are acquired in a specific sequence. Individuals vary in terms 

of time, but the sequence is invariable. Actually, orderly sequence is 
important in developmental diagnosis for both the pediatrician and the 
Psychologist. Deviations from the sequence provide clues to growth diffi- 
culties, 
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8. Give some practical examples of an application of the factors of pat- 
tern and sequence to the parental functions, pediatrics, teaching, or 
psychological analysis. 


o ose eee 


Developmental rates vary 


The tempo of development is not evei.. One obvious area of difference 
in developmental rates is between boys and girls. During the first ten 
years of life boys and girls are much alike in size and build, with the boys 
being slightly taller and heavier. Near the end of this period the girls’ 
growth pattern changes, and they tend to grow very rapidly. Bayley® 
found that boys did not experience this spurt, on the average, until two 


years later, 


Each part.of the body has its own particular rate of growth. In general, 
the body as a whole has two accelerated. growth periods, one from birth 
to about five, and then again just before adolescence. However, certain 


functions develop at a much later time, at a slower rate. 


The growth rate may be retarded by illness and certain types of dep- 
rivation, such as prolonged poor nutrition. However, research at some of 
the child study institutes, such as the Child Research Council, Denver, 
has not confirmed the retarding effect of other factors as had been hy- 
pothesized. Put simply, the rate of development varies considerably from 
child to child; therefore, careful study of the child’s developmental rate 
will provide clues related to readiness and the most appropriate times to 


introduce tasks, 


Children tend to inherit the physique of their parents. Longitudinal 
study has also permitted us to observe similarities with the parents in 
rate of development. The research of Olson and Hughes at the University 
of Michigan has shown great similarities in developmental rates between 
siblings. There are indications that the early maturing mother tends to 
produce early maturing children.? Family rates of development might be 
taken into consideration in educational planning, If schools kept detailed 
growth charts, siblings might be studied to see if patterns were similar 
and if, by anticipating growth spurts in the younger sibling and giving ad- 
ditional nurture, growth and development might be permanently en- 
hanced. In such planning the variances in self factors would have to be 


considered. 


9. What account do our present educational systems take of rate of devel- 
opment? What are the types of data necessary to make a beginning at- 


5 №. Bayley, “How Children Grow,” in The Encyclopedia of Child Care and Guid- 


ке, rev. ed,, S. Gruenberg (New York: Doubleday & Company, Inc., 1963), 


AR 


W. Olson, Child Development, 2nd ed. (Boston: D. C. Heath & Company, 1959). 
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tempt at assessing rate? Is it necessary to accumulate the data on 
growth in a specific manner? Show how developmental diagnosis in 
the schools might be improved by considering the factor of rate. Show 
how the child's rate of growth may be as much a cause for disturbing 
behavior as some of the more commonly identified social and emo- 
tional causes of misbehavior. 


Growth is cyclic 


The growth curves that have been studied through periods of change 
reveal cycles as well as patterns. Courtis* has defined the cycle as one or 
more designs that follow in sequence. In all the major longitudinal studies 
of development where the same children have been followed over long 
periods of time, the series of accelerations and decelerations is clearly 
observable. i 

Shuttleworth did extensive research on twenty-two kinds of growth and 
came to the following conclusions: 

АП twenty-two dimensions exhibit two major growth cycles consisting 
of accelerating and decelerating phases. The growth phases of the first 
cycle are initiated at different ages and are of different durations such 
that the growth trends of the twenty-two dimensions are not synchronized. 
The growth phases of the second cycle, in respect to a given menarcheal 
age are initiated at approximately the same ages and are of similar dura- 
tions such that the growth trends of the twenty-two dimensions are syn- 
chronized.® 

Thus, when certain developmental factors are equated, the cycles ap- 
pear to be quite similar. The total number of cycles in the life of the in- 
dividual is still under dispute. Courtis found four cycles in his research, 
but ensuing research has indicated more. The concept of cyclic growth is 
characterized by a starting point (sometimes referred to as incipiency) 
rate, and maximum. Some research tends to show that relationships can 
be demonstrated between academic and physiological curves by using the 
cyclic approach to the study of development. Research by Nally was one 
attempt to establish this type of relationship.? 

Cycles of growth can be shown as periods of rapid acceleration with an 
intervening period of slow, steady growth. Scammon identified four types 


TS. is, “What Is a Growth Cycle?,” Growth, No. 1 (1937), 155-74. 

8 F, Sees The Physical and Mental Growth of Girls and Boys Age Six to 
Nineteen in Relation to the Age of Maximum Growth, Monograph of the Society 
for Research in Child Development, Vol. IV, Serial 22, No. 3 (Lafayette, Indiana: 
Child Development Publications, 1939), 446-49. А x 

9 T. Nally, “The Relationship Between Achieved Growth in Height and the Beginning 
of Growth in Reading" (Doctoral Dissertation, Michigan State University, College 


of Education, E. Lansing, Michigan, 1953). 
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of postnatal growth. The successive periods of acceleration, deceleration, 
and acceleration are readily apparent in the curve of the growth of the 


body as a whole. The following chart reflects the curvilinear and cyclic 
nature of growth. 


1 
LYMPHOID TYPE ^ 

Thymus, Lymph-nodes | 

| 

| 

| 

| 


Intestinal lymphoid masses 


NEURAL TYPE в 
Brain and íts parts, Dura 
Spinal cord, Optic apparatus 
many bead dimensions 


GENERAL TYPE С 
Body as a whole, external dimensions М 
(with exception of head and neck) | 
1 


Рег Сепі 


Respiratory and digestive organa 

Kidneys, aorta and pulmonary trunks à 
Spleen, musculature as a whole 

Skeleton as a whole, blood volume * 


GENITAL TYPE р | 
Testis, ovary, epididymis | 
Uterine tube, prostate, prostatic urethra 
Seminal vesicles 


DIS ate We еу Ыт желе 
Age in Years 


FIG. 4-4 Major Types of Postnatal Growth of the Various Parts and Organs | 
of the Body 


From The Measurement of Man by J. A. Harris, C. M. Jackson, D. G. Paterson, 


and R. E. Scammon. Minneapolis: The University of Minnesota Press. Copyright 
1930 by the University of Minnesota. 


In individual interpretation of a child, single measures are almost useless 
and must be seen in relationship to the child's unique design. This process j 
is distinctly different from comparing the child with normative data. |- 


Developmental patterns show wide individual differences 


We have observed that the pattern of growth is to some extent predicta- 
ble. However, you should be aware of the great individual differences in 
developmental patterns which can be seen comparing children or even 
observing an individual child. Intraindividual variability in rate has been 
repeatedly demonstrated in longitudinal study, making us aware again of 
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the uniqueness of the individual. This uniqueness can be identified at an 
early stage of development. Shuttleworth!? found that the patterns of 
early maturers and late maturers were similar in many respects if he ig- 
nored chronological age and superimposed the curves for the groups in 
each sex so that maximum growth increments were placed in the same 
line. The differences in the time at. which these increments occurred made 
the children's actual experiences quite dissimilar. E 

Individual differences in development are of prime importance to the 
teacher. General norms give broad indications, but the teacher must ex- 
pect the individual to differ quite markedly from the norm. While the 
teacher may be concerned with the cause of the deviation, it is also im- 
portant to accept and anticipate that there will be deviations from any 
generally established norm. For example, the age at which various chil- 
dren reach puberty varies quite markedly. The differences are dramatic at 
this particular phase because it is readily observable, but they are equally 
significant during all other phases of development. It may actually be 
more important to compare annual increments in growth for the indi- 
vidual than to compare him with the group. Thus, as we find methods of 
analyzing each child's own cycles, it will be possible to develop more 
advanced educational techniques. The implications for the boy in eighth 
grade who has not begun his growth spurt in contrast to the fully mature 
eighth grader seems to be self-evident. 

The relationship between physical status and psychological character- 
istics cannot be predicted directly. Mussen and Jones, who did an exten- 
sive study in this area, stress that the individual must be understood in 
terms of his unique factors, and not maturity alone.!! 


nw 


10. An early-maturing boy and a late-maturing boy are in the same class 
in school. What effects might their different maturation patterns have 
upon participation in sports and social activities? Are there any social 
and emotional problems which may be related to early and late mat- 
uration factors? Do the differences in developmental patterns and 
rates between boys and girls have any effect upon personal-social ad- 
justment and acceptance of school tasks? What might be the ad- 
vantage of admitting the late-maturing child to elementary school at 


a later date? 


мв 


Each phase of development has characteristic traits 


Children pass through various developmental stages at different times 
due to varying developmental rates. However, intensive study of children 


10 F, Shuttleworth, The Physical and Mental Growth of Girls and Boys. 
11 P, Mussen and M. Jones, "Self-conceptions, Motivations, and Interpersonal Atti- 
tudes of Late and Early Maturing Boys," Child Development, 28, June 1957. 
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has revealed similarities in the developmental stages, which follow rela- 
tively stable sequences. Average trends emerge, and certain behaviors fol- 
low sequentially. 

Gesell felt it was easier to see the cycles of development by establish- 
ing norms for various ages and stages. He therefore developed behavioral 
portraits which delineated characteristics typical of each stage. Gesell 
himself recognized that development was fluid and continuous and that 
there were individual differences in rate and timing. The great misuse of 
his work has been due to the fact that others have not shared his profes- 
sional caution. 

We routinely use chronological age to give us some idea of a child we 
do not know; in the same way stages of development can indicate what 
to expect of a child. Even though a child's behavior level and chrono- 
logical age expectations may not match, the information can still be useful 
in predicting general developmental patterns. A knowledge of character- 
istic stages can serve as an introduction to a particular age level; full un- 
derstanding of a particular child would require analysis of what stage of 


development the child has reached. 


| 
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ll. Acquire a list of normative behavioral traits (see lists developed by 
Gesell or adapted by other child psychologists or the list included in 
this chapter under the normative approach). Take this list as a guide 
for observation in a classroom or on a playground with a given grade 
level. How many of the children fit the characteristic pattern? Do you 
note that even at a set grade level or within a definite chronological 
age grouping some children are behaving like the less mature and 
others beyond this level of maturity? Give specific examples. Is it true 
that ten-year-olds as a group may include eights, nines, elevens, and 
twelves in terms of their behavior characteristics? 


m шет ЛҮ a БОЙ ЖЫШ Qr OO MM Е Бы» > 


Development is a product of the interaction of the 
SJ erganism and its environment 


The processes of heredity and environment are interdependent and 
complementary. Neither appears to be dominant, Obviously, heredity 
cannot produce its effects without environment, and the environment 
a the organism supplied by heredity upon which to produce its ef- 
ects. 

One can never really be separated from the other. Height, while largely 
determined by heredity, is also affected to an extent by nutrition, Body 
build, color of hair and eyes, shape of features, and blood type are highly 
dependent upon hereditary factors, but we could quickly identify a num- 
ber of other significant factors which are not inherited or which are 
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completely dependent upon interaction between the organism and its en- 
vironment. Hereditary influences are always affected by the environment, 
nutrition, temperamental characteristics, primary behavioral patterns, and 
the individual's style of life.'? 


The body tends to maintain a state of equilibrium called homeostasis j 


There is a wisdom of the body. The body strives to preserve a constant 
internal environment despite changing conditions, whether internal or 
external. When something happens to disturb the body’s internal equi- 
librium, an immediate reaction sets in to restore the state of balance. This 
equilibrium principle regulates a number of body functions. Body weight 
and food intake, glandular functions, and the compensation for or healing 
of injuries supply evidence of the principle of homeostasis. Adolf has es- 
timated that there may be at least a thousand bodily functions simultane- 
ously kept in equilibrium within themselves and with one another.!? 

Much evidence for this principle is found in all kinds of physical devel- 
opment, and there has been some indication that the concept of homeo- 
stasis may also be applicable to mental, emotional, and social phases of 
life às well. The organism in this sense may be thought of as attempting 
to maintain its pattern in the face of fluctuating conditions. Many stimuli 
which cause disturbances will bring about a series of reactions directed at 


-restoring the original balance. 


SERRE I a агау HI SA so or. oc 
12. If the principle of homeostasis has application to mental life, what 
are the implications of this for motivation, classroom methodology, 


— "b 


and the curriculum? 


INCHES SCRCRSN NORMEN TS ner quce qq T T RE =... 


There is a unity in growth patterns 


When we measure the child by any technique that permits growth 
equivalents, such as the Olson-Hughes growth ages, the unity in growth 
patterns becomes evident. This may be related to the fact that each in- 
dividual develops frorn a single cell. Children who mature rapidly tend to. 
do so. in most facets of growth, although all early maturers do not grow 
identically. However, it is unusual to find a child in a class who is highest 
or best in one attribute and then low in most of the rest. When we find 
this type of child, we might suspect some type of behavior problem. Some 


12 A. Thomas, H. Birch, S. Chess, M. Hertzig, and S. Korn, Behavioral Individuality 
in Early Childhood (New York: New York University Press, 1963). 

18 E, Adolf, "The Self Maintaining Organism, Scientific Monthly, 61 (1945), 57-62. 
14 W, Olson and B. Hughes, Manual for ihe Description of Growth in. Age Units 
(Ann Arbor, Michigan: University Elementary School, University of Michigan, 1950). 
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children develop more slowly, and while their growth curves may not 
show identical patterns, the similarity of rate in each growth cycle for 
each child is generally apparent. Exceptions to this rule exist, and these 
children are sometimes designated as split growers. As one might expect, 
split growth is frequently accompanied by behavior problems. However, 
extensive study of various biological correlates shows that, on the average, 
developmental changes, whether morphological, physiological, histologi- 
cal, or biochemical, tend to occur at similar rates. 

Millard's research caused him to feel growth and learning were comple- 
mentary. 


Organismic drive produces change in the height of an individual. 
The same drive likewise produces an achievement increase over and 
beyond learning or teaching efforts. Growth and learning therefore 
are inseparable, representing a unity which is present throughout 
the entire period of development.!5 


All growth is related to the developmental rate and the specific maximum 
development of each child. з 


Maturation or readiness should precede certain types of learning 


We have become increasingly aware that definite degrees of maturity 
are prerequisite to various kinds of learning. Here maturation may be 
considered as change in the physical equipment and functioning of the 
organism—an internal ripening. Practice and experience in the learning 
process can be effective only if the child is ready. Premature forcing may 
produce personality disturbances. Pacing, which follows the lead of the 
individual's maturity indicators, is an effective manner in which to use 
maturational factors. To make the learning process more efficient, it 
would be important to consider both premature practice and unnecessary 
postponement of instruction as violations of the maturational principle. 


a ae EUREN ТЕ 

13. Give examples of how education adheres to the readiness principle. 
Can you think of instances where this principle is completely ig- 
nored? Give examples of readiness factors to be considered at all lev- 


Growth is continuous 


Growth tends to proceed quite evenly and smoothly, with develop- 
menta. continuity, unfolding design, and resistance to displacement. The 


15 C. Millard, Child 


1958), p. 21 Growth and Development (Boston: D. C. Heath & Company, 
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unfolding design enables the individual to adhere to an over-all develop- 
mental plan and pattern. It has been demonstrated that children fre- 
quently return to their patterns after illness or other disturbances. There 
appears to be a growth impulse that functions continuously during the 
life of the individual. Old behavior and developmental patterns appear 
to blend into the new patterns. The child tends to return to his own 
normal rate of development as soon as external and experimental factors 
are removed. Olson defines displacement as follows: 


Any organism in a systematic rate of change of growth tends to re- 
sist displacement caused by factors involving extra stimulation or 
deprivation and to restore a projection of the original rate when the 
factors аге removed.1^ 
Longitudinal research points to a design for growth and indicates that 
when the child is exposed to optimal nurture for his design, development 
proceeds most adequately. At the same time, the child resists attempts 
to force growth and tends to grow at a faster rate when he is making up 
for any temporary period of deprivation. 
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14. What are the implications for remedial techniques in connection 
with the principle of resistance to displacement? If the unfolding de- 
sign is a gradual process, how should this factor be taken into account 


in our evaluation of a special method of nurture? 


THE NORMATIVE APPROACH 


It is sometimes helpful to know some general principles in relation to 
age-grade expectations. This approach provides a better understanding 
of cyclic change and illustrates the interrelationship of growth. 

You must recognize that wide individual variations are found within 
any age-grade category to such an extent that the concept of normalcy as 
a fixed boundary is fictional. The words mode and average generally en- 
compass a considerable range. Norms are generally derived by selecting 
either (1) the mean, average of all scores added and divided by the num- 
ber of children in a given chronological age range, or (2) the mode or 
median score of all scores collected for a given age. 

Each grade level encompasses a spread of behavior which overlaps pre- 
ceding and succeeding grades. Viewing the longitudinal pattern of devel- 
opment, therefore, is most profitable. You must know the individual's 
pattern and stage of development rather than think of characteristics as 


occurring at a fixed chronological age. 
The order in which developmental stages follow each other is important 


i6 W, Olson, Child Development, p. 41. 
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rather than the exact age at which the child reaches one of the stages. 
Although steps in development are much the same, the way each child 
goes through the stages is individualized. The common pattern varies ac- 
cording to basic individuality. Ilg and Ames described the alternate stages 
as equilibrium and disequilibrium.'? In equilibrium self and society are 
in balance; in disequilibrium are confusion and cross purposes. 

A number of books have been written to present the concepts involved 
in developmental sequences: 


Blair, А. and W. Burton, Growth and Development of the Pre-Adoles- 
cent. New York: Appleton-Century-Crofts, 1951. 


Britton, Edward C. and J. M. Winans, Growing from Infancy to Adult- 
hood. New York: Appleton-Century-Crofts, 1958. 


Faculty of University School, How Children Develop, University School 
Series No. 3. Columbus, Ohio: Ohio State University, 1946. 


Gesell, A. and F. Ilg, "Child Development, Part IL" The Child from 
Five to Ten. New York: Harper & Row, Publishers, Inc., 1949. 


Ilg, F. and L. Ames, Child Behavior. New York: Harper & Row, Pub- 
lishers, Inc., 1955. 


Watson, E. and G. Lowrey, Growth and Development of Children. 
Chicago: Yearbook Publication, 1951. 


The following section provides an overview of normative factors perti- 
nent to the elementary school child. 


Grade one—the six-year-old child 


Many abrupt somatic and psychological changes occur in the child at 
six. The first baby teeth are lost, and the first permanent molars make 
their appearance. Glandular and other chemical processes take place that 
tend to produce a changed child. The child is characterized by instability 
and organismic refusal to follow a consistent rate of growth. If he is given 
a series of intelligence tests he is more likely than not to show considera- 
ble variation—much more than he would show a year or two later. Growth 
sequences which are struggling to begin, such as reading, spelling, etc., 
fail to respond uniformly. Starting points, although often occurring within 


this grade level, do not all begin at once. Neuromotor responses are not 
dependable. 


Accompanying the somatic and 
tudes and feelings, new moral and 
cept of self in relation to others. 
extreme to another. Consequently, 
tionships. His inconsistent health 


psychological changes are new atti- 
ethical developments, and a new con- 
The child shifts from one emotional 
he is confused in evaluating social rela- 
pattern, temperamental vagaries, and 


Inc., 


Ese and L. Ames, Child Behavior (New York: Harper & Row, Publishers, 
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inadequate social relations are all characteristic of development at a be- 
ginning stage of development. 

In school affairs he often appears to be regressing. His play is usually 
harmonious when only one other child is involved. When he becomes a 
member of a large group he needs direction and guidance. The insights 
the resourceful teacher includes in her repertoire of understanding is that 
the six-year-old, in all his confusion, indecision, and “rambunctiousness,” 
is a child going through a growth process which is natural and appropri- 
ate for the culture in which he finds himself. Tolerance and understanding 
should mark her general attitudes. Security, freedom to dramatize, create 
and explore, and recognition of friendly authority create the proper set- 
ting in which first graders can flourish. A nice balance between teacher 
control and opportunity for developing independence is also desirable. 

First graders need room to move in. Motor and muscular movement are 
common accompaniments of creative and emotional expression. Their ac- 
tions are more natural than dramatic, although the latter seems to de- 
scribe them well. The six-year-old’s physical and muscular entity is alert 
and ready to act. ; 

Obviously the kind of learning atmosphere suggested above is superior 
to formalized instruction in the skill subjects. First, the developmental up- 
swing in various growths is still months away—for some a few months, for 
others six months, and for a few an entire year. There can be no particular 
advantage bucking organismic lag, although traditionally this is exactly 
what is done in many first grades throughout the country. 

The six-year-old is ready to accept his teacher as a supplementary 
mothe.. Corisequently he seeks attention, and is generally pleased by it. 
When given the opportunity he shows a great deal of affection. He does 
not want the teacher to take his mother's place, but rather to carry on the 
kind of atmosphere he enjoys at home. Teacher and parent need early 
contacts in order to establish a united and coordinated approach. 

The first grader's major problem is to adjust to the demands and chal- 
lenges of home and school. His early years provided him with a single ac- 
tive environment, The school, while providing controls and guides, should 
broaden his base of activity but not frustrate or incite additional conflict, 
Not all children of this age show the same maturational readiness. 


Grade two—the seven-year-old child 


Тһе typical seven-year-old child has stabilized himself in his pattern of 
development. His various growths are smooth and progressively upward. 
He presents a picture of a child “quieting down" after his earlier up-and- 
down irregular progress. Also in contrast to his earlier uncontrolled reac- 
tions and spontaneous outbursts, he now can endure extended calm and 


personal self-absorption. 
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The average seven-year-old is a good listener. He enjoys having stories 
read to him and will request repetitions. Radio and television both in- 
trigue him greatly. Seven can be a happy age if parents and teachers allow 
reasonable freedom. 

School and home both need to provide opportunities this age demands 
for reflection on the happenings in the child's world. He is ready to react 
to many events which heretofore passed him by. He needs the oppor- 
tunity to dwell upon the meanings of his various contacts with children 
and adults. Meanings are primarily-in the category of feelings which will 
form the basis for later emotional and creative reactions. 

Significantly, the Seven-year-old must be allowed, within reasonable 
range, periods of reflection. Of all the years regarded as basic for later 
personal development, this may be one of the most significant and im- 
portant. He is thinking when his physical counterpart gives the opposite 
impression. He may explode out of a seeming relaxed or indolent mood 
into a dynamic, moving child of action. 

Between extremes, from isolation to dynamic action, there may be found 
the beginnings of wholesome, social behavior. Movement away from par- 
ent identification includes exaggerated fondness of his teacher. Thus he 
begins a new guarded relationship with those who are close at hand, in- 

“+ dicating the beginnings both of growth in independence and of the trend 
which, in the later elementary school years, may take him almost entirely 
away from his parents. 

The second-grade teacher should realize that she must maintain person- 
to-person relationships with the majority of her children. She must be 
quite free and easily approachable, moving around the room and thereby 
providing equal opportunity for access to her. These children need ex- 
panded contacts, and it is the teacher's responsibility to see that they are 
provided. In this way she encourages emotional and personal develop- 
ment so necessary to the present and future happiness of the child. A 


vidual contacts is the opportunity for de- 
velopment of speech and narrative skills SO essential to the child's personal 


and preferences, 

In terms of social contacts o 
his beginning independence is so 
centered. Games that appeal to hi 
rule and regulation. His ethical v. 
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of a growing consciousness of what is good and bad. Often his gripes and 
criticisms are merely a mechanism for surveying opinions and attitudes of 
others as to what is right and wrong. Alibis and attempts at scapegoating 
are particularly common. Parents and teachers frequently attempt to “rea- 
son" with the child in order to prove that someone else could not possibly 
be to blame. Treatment of this kind should be kept to a minimum. He is at 
the age where he needs an easy out in order not to weaken, as he feels it, 


his security and sense of belonging. 


Grade three—the eight-year-old child 


The eight-year-old is embarking upon a consistent growth trend in all 
phases of development. The sixth year was a year of uncertainty and 
exploration; seven gave evidence of development but with considerable 
variation and unreliability. Eight is the time for steady progressive devel- 
opment. It represents a period in which the child is responsive and a time 
in which teacher and parent can expect good efforts and much gain. It is a 
receptive period. Character and ethical development, as well as creative 
and emotional trends, are easily stimulated. ^ 

Physically the child is much more mature. Coordination is good, and 
eyes are sufficiently developed for the more intensive reading activities 
which are his lot in this grade. He is less susceptible to disease, is ready 
for rough games, and has the skill for more complex physical activities, 

Sex differences both in terms of interests and maturity become notice- 
able, Girls begin to equal or to show height and weight superiority over 
boys. They tend to be more proficient in school subjects, definitely show 
better adjustment to instructional organization and to teacher demands 
that culturally are more likely than not relevant to the female role. 

The eight-year-old is beginning to recognize the conflict between peer 
and parent requirements and wants status with both. In school he demon- 
strates some withdrawal from teacher authority. The closeness of his fel- 
lows makes him strongly conscious of what they expect of him. He is at 
the beginning of the stage where he wants their approval more than that 
of his teacher. 

It should not be inferred that these children are all at once social- 
minded and group-conscious. Eight is only the starting point of a develop- 
ment leading to group stability and organization. The child is attracted 
by small-group activity, but his attachments are temporary and shifting. 

The eight-year-old is ready for creative exploration and experimenta- 
tion. No one can tell the specific direction a given group of third graders 
will take when provided with facilities and opportunities for action. Books, 
working materials of all kinds, laboratories, science equipment, storage 
space for collections should all be standard equipment for this age and 
grade. Fundamentals can be learned easily and naturally in a challenging 
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and inviting environment. The teacher for such a group should have 
broad, diversified interests and be a handyman in every sense of the word. 

All in all, the eight-year-old is characterized by beginning independ- 
ence, diversity of interest, and the start of individual and specific boy and 
girl interests, Individual differences among children in any particular 
phase of learning greatly exceed those at an earlier age. Identification 
with other members of his sex is a dominant need, and its beginning 
should be assured by the kind of group planning introduced by the 
teacher. 


Grade four—the nine-year-old child 


The nine-year-old period has two important characteristics—first, the 
continuation of that part of the preadolescent growth cycle in which the 
rate of growth and learning is most accelerated, and second, а noticeable 
shift toward compelling group relations. This child has not reached the 
point where there is strong or persistent rebellion against adult suggestion 
and domination. 

Grade four covers just about the middle span of the preadolescent _ 
growth cycle. Age nine is not merely the arithmetical mid-point between 
six and twelve. Growth is not divided equally in terms of the chronologi- 
cal years. It is only coincidental that nine, organismically, represents the 
mid-point of the total preadolescent developmental sequence. 

The upward swing in the developmental sequence elicits the desire for 
self-direction. The child feels his increasing powers and is self-motivated 
into a need for directing and guiding his own activities. In school and at 


“ home he should have some opportunity to make decisions, to be his own 


boss, and to exercise considerable direction of his own affairs. He may be 
disturbed by authoritative interruption which takes him away from his 
particular project of the moment. 

It is believed that the child has fixed potential ceilings. It is also be- 
lieved that many children have potentialities that lie dormant because of 
minimum challenges. A nine-year-old may at times be moody, timid, ag- 
gressive, or bold. 

His sense of fairness gives him a judicial aspect. He evaluates the re- 
sponsibility of each member of a misbehaving alliance. He would rather 
participate in adult conversation than have the adult “condescend” to his 
level. He likes to make out schedules, to plan rules and procedures, and 
to make lists of one kind and another. A teacher who makes specific as- 
signments and suggests that they be written down will quite generally 
receive a cordial response. 

The fourth grade demonstrates the first real separation of the sexes in 
their interests. The boys like to roughhouse when they are standing 
around with nothing specific to do. Girls will giggle and whisper to each 
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other. Withdrawal of the sexes from each other at this time is natural. It 
seems to be a cultural designation that permits the developing child to 


orient toward his own sex. 
Individual differences among the nine-year-olds are more marked than 


ever. Girls have caught up with boys in size and are ready to go on to 
greater growth and maturity differences. Consequently, the modal picture 
of the nine-year-old must bow to wide individual variation in individual 

ersonalities as well as in maturity differences, as is true of any and all 
modal material. 

The work habits of the nine-year-old are pleasing. The eight-year-old 
showed speed of reaction and prompt application to the task at hand. The 
nine-year-old combines control and self-discipline along with speed. Be- 
cause he is cognizant of his growing powers and is able to see the results 
of his energies he becomes interested in improving himself. He can be 
kept at practice on mechanical skills—drill in arithmetic and spelling, or 
practicing а musical instrument. He responds readily to self-evaluation 
devices, test scores, etc. He will be particularly responsive to drill exer- 
cises and studies that enable him to keep records on himself. He learns 
rapidly, seems to know it, and is intrigued by it. He will repeat drills and 
exercises which can be timed or scored just for the reward of self-recog- 


nized improvement. 


Grade five—the ten-year-old child 


Ten is generally the age at which preadolescent development nears 
completion. A corollary to the maturational concept of "final arrival" is 
that when a maximum (or destination point) is approached, a slowing 
down in growth increments occurs. Although the unit of growth may show 
a gradual reduction of gains made, this does not necessarily mean that it 
diminishes in qualitative values. 

The ten-year-old's interests and drives respond to challenges to his 
skills. In contrast, rote learning and other mechanistic assignments seem 
to bore him. In the larger project or core assignment area he can easily 
learn to budget his time, plan with others, and arrive at decisions. 

He also takes an interest in the broader social area. Work involving the 
study of social problems generally is readily accepted. He is sympathetic 
and open to new understandings. Fifth-grade teachers should be aware 
of the potential influence they have for providing direction and purpose 
not only to the child’s social thinking but also to his over-all moral and 
ethical behavior. 

In the fifth grade there are children with the maturity of a nine-year- 
old and others with the maturity of an eleven-year-old. It is altogether 
possible that these two groups—the one below and the one above—out- 
number the modal ten-year-old. Consequently the picture of what really 


101 


102 


PRINCIPLES OF DEVELOPMENT 


may be expected as fifth-grade behavior is not clear. In terms of maturity, 
the child we have described is almost at the end of the childhood cycle. 
The eleven-year-old, as we shall describe later, is beginning a new cycle 
of growth with its ensuing confusion, instability, expanding group rela- 
tionships, and increasing disregard of parent and teacher mandate. Since 
some ten-year-olds have already attained this stage of maturity, it is no 
wonder that many of them are regarded as disobedient and trying. 

The ten-year-old’s learning pattern also reflects his approach to the pre- 
adolescent maximum. When he arrives at his pre-adolescent maximum, he 
should show gains, but they will be less than those made during the fourth 
grade " 

The end of the preadolescent growth cycle is not a place for extensive 
remedial work, drill, or pressure to do better. 

The typical fifth grader is the executive type. He wants to start at the 
beginning and proceed to the end. He is an organizer. Unlike the nine- 
year-old, the ten-year-old will not respond well to monotonous drill as- 
signments, particularly if he has already undergone these experiences in 
the third and fourth grades, 

Maturity difference in the sexes is readily seen at this age. The more 
rapid development of girls is obvious. Physical growth records document 
this conclusion. Similar findings are reported in studies of mental devel- 
opment and in comparisons of the achievement curves of boys and girls. 


Grade six—the eleven-year-old child 


Investigators generally agree that at eleven, particularly, the child comes 
into real conflict between peer and adult demands. Peer pressures started 
at ages nine and ten. At eleven it is difficult to maintain equilibrium be- 
tween peers and adults. The group makes real demands. Although out- 
right rebellion to adult authority may not develop, continuous conflict and 


for any other age group. Conflict with parental desires reaches its peak 


often show immature tantrum 
tendencies occasioned by demands for punctuality, obedience, and sub- 


alled representative of all sixth grad- 
ers; it applies only to a minority of roughly one-third, those that are mak- 
ing the transition from preadolescence to adolescence. The two other 
groups among the eleven-year-olds are, firstly, those who are less mature, 
whose development is more like that of the ten-year-old, and secondly, 
those who are precocious, who are started toward their adolescent matura- 
tional level. This more mature group has grown out of the earlier period of 
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instability and conflict, has made certain adjustments, has found a new 
zone of satisfying activity, and is moving closer to a new destination. 

Behavior has a strong physiological base. Cyclic changes represent the 
framework, so to speak, upon which the whole behavior pattern is built. 
This thesis does not deny the effect of the environment, and self factors. 
Children with different maturity patterns, equal in every other way, will 
respond differently to the same environmental motivation. Likewise, the 
same child at different maturity stages will be more responsive at one 
time than at another to the same environmental stimulus. Another way of 
looking at the problem is to point out that behavior at the end of one cycle 
or at the beginning of another is usually more deviational than during the 
cyclic upswing or periods of rapid development. 


FACTORS INFLUENCING DEVELOPMENT AND BEHAVIOR 


The rate and pattern of development can be modified by external and 
internal conditions of the body. These factors are interdependent and in- 
terrelated. Some of the following factors, whose relative importance we 
shall not attempt to determine, influence development: 

Sex. Sex plays an important role in the physical and mental develop- 
ment of the child. Differences in the rate of physical growth are especially 
apparent. At birth, boys are slightly larger than girls, but girls generally 
grow more rapidly and mature sooner than boys. Girls, on the average, 
mature sexually a year before boys, and at this time they are larger than 
boys. This is definitely apparent at the prepuberty age, from nine to 
twelve. Girls also attain their full size sooner than boys. The duration of 
the adolescent spurt for girls averages three years, for boys five years.!* 
In mental growth, girls develop earlier than boys and reach their mental 
maturity slightly sooner. Sex is indirectly influential on development in 
that the cultural pressures force the child to conform to the culturally ap- 
proved pattern for his sex. 

Glands of Internal Secretion. These glands affect development in both 
prenatal and postnatal stages of growth. The level of calcium in the blood 
is regulated by the parathyroid glands, located in the throat, near the 
thyroid. Deficiency of these glands may result in defective bone growth 
and hyperexcitability of the muscles. Thyroxin, produced by the thyroid 
gland, is essential to physical and mental growth. Deficiency in the ac- 
tivity of the sex glands delays the onset of puberty, while hyperactivity 
brings about a precocious sexual development. 

Nutrition. At every age, but especially in the early years of life, feeding 
is of great importance for the development of the child. Not only is the 
amount of food eaten important; the quality of the food is vital. 


18 Denver Child Research Council, Denver, Colorado. Personal communication, 
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Culture. The characteristics of infancy are universal. Culture begins to 
take its effect during the early training process and overlays or modifies a 
more basic substratum of behavior. 

Position in the Family. The position of the child within the family may 
influence his development through. environmental factors. The second or 
third child within the family develops more quickly than the first-born, 
not because of any pronounced intellectual difference, but because of the 
fact that the younger children may learn from imitating an older brother 
or sister. On the other hand, the youngest child of the family, especially if 
he is distinctly younger than the other children, is apt to be slower in his 
development because he is pampered and given little incentive to de- 
velop his latent abilities. 

Life Style—Self Concept. The individual's view of life and his evalua- 
tion of his world and his place in that world are factors in his development. 
He may either have the courage to meet varying environmental conditions 
as a challenge or may use the same environmental factors as an excuse to 
prevent him from functioning. 


IMPLICATIONS OF DEVELOPMENTAL PRINCIPLES 


Knowledge of child growth and development principles has implications 
for those concerned with helping the child reach his optimal development. 


l. Intensive child study that takes into account a large amount of de- 
velopmental information is necessary for adequate diagnosis and school 
placement. 

2. Since there are great differences in rate of growth, it is important that 
the educator have readily available information that shows rate rather 
than status. Cumulative records should be designed to this end. Perhaps 
one of the most pressing and pertinent problems for educational research 
is that of developing more adequate record systems regarding rate and its 
influence on the educational process. А 

3. Growth patterns add meaning and understanding to the totality of 
growth. They should be utilized in making educational decisions. 

4. Since readiness is the capacity that limits and influences the indi- 
vidual's ability to profit from his current experiences, the school should be 
involved constantly in assessing a child's readiness. The readiness factor 
also implies that some types of learning may be more difficult if delayed 
and that practice before readiness is educationally unsound. 

5. The importance of determining the difficulty level of some tasks is 
made clear when we consider it in connection with the concept of optimal 
readiness. Forcing and pressure are two techniques which tend to ignore 
design and hence are detrimental. The cyclic and continuous nature of 
growth will supply us with insight into what we can expect to happen 
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sequentially. Meaningful tasks should be presented at the appropriate de- 
velopmental level in an encouraging manner that facilitates the develop- 
ment of self-confidence. 

6. Individual differences should be expected, and we should not attempt 
to eliminate them as though they were a disease. No matter how we go 
about grouping children, they will learn in accordance with their own 
abilities, capacities, and purposes. 

7. Recognition of the factors of homeostasis and the wisdom of the 
body implies that in the educational process we might give a more impor- 
tant place to self-selection and pacing. 

8. Communication between parents and teachers would be improved if 
the child's development were presented graphically to show his individual 
growth pattern. 

9. A valuable piece of information would concern the child's self con- 
cept and his style of life to explain some of the ^why's" of his behavior. 

10. Growth is interrelated; when there is a gain in one area we may ex- 
pect gains in others. We must be ready to anticipate each new stage in a 
child's growth and development. 


We must view growth, then, as something which happens to the whole 
child. AII the principles of development are important and must be related 
to the individual. We will find most success in dealing with behavior, re- 
gardless of our role, when we supply meaningful tasks at appropriate 
developmental levels in an encouraging manner which facilitates the de- 
velopment of self-contidence. 
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Mrs. Jones was very upset when she found out that two of her 
fourth-grade boys had been sent in by another teacher for 
throwing snowballs. She had also just been informed that a 
group of her girls had wandered away from the playground at 
recess and not responded to another teacher's request that they 
remain on the school grounds. Mrs. Jones did not understand 
what had happened. She was sure all of her children had 
learned the playground rules. She had lectured to them every 
day for a week about the rules, and just yesterday everybody 
had passed a test for which they had to write out ten of the 
rules. She was sure she had done a good job; but had she? 

This exposes us to a crucial area in learning. Did Mrs. Jones’ 
children really "learn" the rules because they were able to mem- 
orize and repeat them for her? What does learning actually 
mean? If the children were able to pass the test, why did thev 
fail to abide by them? How would you explain Mrs. Jones’ di- 
lemma? 

As we approach the study of learning, a number of questions 
should be kept in mind. Is there a distinction between intelli- 
gence and the child's ability to learn? If so, what is this distinc- 
tion? How can the parent or the teacher encourage the desire 
to learn? Are there specific principles which underlie a good 
teaching-learning situation? How can we reconcile the various 
theoretical positions in regard to learning? How does the sat- 
isfaction of certain needs affect the learning process? If we 
assume that the child must be at a specific organic level of 
readiness prior to learning, what, then, is the value of intensive 
readiness programs? How do grades in school affect the learn- 
ing process? Do they facilitate or hamper it? These are but a 
few of the many questions you might ask as you approach a 
studv of the child's learning. 

It is through the learning process that the growing child 
gains competence in using his resources for thinking, doing, 
and feeling, and eventually establishes his unique selfhood. Be- 
cause teachers plan for learning every day, many of them rec- 
ognize that children vary widely in their abilities to learn. They 
also realize that tremendously varied forms of learning are ex- 


pected of the child even in the primary grades. In addition to reading, 
writing, and arithmetic skills, the young child is expected to comprehend 
concepts, grasp facts, and follow directions. He is expected to develop 
some understanding about himself, his family, and his community. He is 
supposed to be able to work and think independently and yet coopera- 
tively. These are only a few of the expectations of parents, teachers, and 
the child himself in our society. 

Although most teachers are aware of the complexities of learning de- 
manded in the school curriculum, not all have a clear idea of the learning 
process itself. Since the teacher's major function is to direct the learning 
process, it is important that he acquire a thorough understanding of learn- 
ing principles. 


WHAT 15 LEARNING? 


Children learn what they live. The teacher and the school are not the 
only influence upon the child, and learning is not limited to the classroom 
or to the teacher's objectives. Pupils learn from their total experiences. In 
the classroom, too, learning is more than simply gathering and memoriz- 
ing facts, and the child has many learning experiences which are indirect 
and informal. The teacher is responsible for providing experiences that 
will contribute to pupil growth. He assists the child to acquire the pat- 
terns of behavior necessary for successful living in his society. , 

Learning, then, involves adaptation of behavior. The emphasis is on be- 
havioral change in the individual, based on his personal and purposeful 
perception of events, combined with his individual needs and goals. The 
learner responds to the environment, but behavior is also determined by 
and the way he perceives the situation. To be efficacious, 
and make the individual more ca- 
by the learner moti- 
rove the adequacy of 


prior experiences 
learning must fill needs, meet goals, t 
pable of dealing with his environment. Goal setting 
vates learning. To improve learning, we need to imp 


guidelines as related to the learning process. | ert 
Learning is a change in behavior resulting from the interaction of the 


Organism with its environment. Learning is dependent upon deii. or 
Special training and in this sense differs from behavioral change ү s a 
Solely due to maturation. Learning differs from maturation int à s 
modification of the behavior pattern in learning is primarily a result o 
responses to internal and external stimuli whereas maturation occurs in 


response to forces that are primarily internal. : : 
Learning, then, involves relatively permanent behavioral change which 


is the result of experience. It must be differentiated from (Si eaa 
earning requires a change in perception, which in this sense is the way in 
Which the individual experiences his universe. 
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It is important to differentiate teaching and learning. They are far from 
identical, although many teachers act as if they were. Learning is some- 
thing accomplished by the learner, for our purposes, the child. Teaching 
is a function of the adult or teacher. It is quite possible, then, from this 
point of view to have teaching without learning. Learning is manifested in 
terms of habits, skills, attitudes, values, insight, knowledge, concepts, and 
certain memories. It is the process through which all of our experiences 
exert a modifying force on present and future behavior. As a child learns, 
you can observe some signs of the learning process. There is a reduction in 
unnecessary movements. The time required to perform a task is usually 
reduced. The individual makes a broader range of associations with past 
experiences. He is able to handle an increasingly difficult set of tasks. 

Learning is a personal matter which involves a change in perception. 
Those involved in directing learning experiences must recognize the im- 
portance of ego-involvement. A child cannot readily solve problems that 
are meaningless to him. А criticism of many learning experiences at school 
might well be that students are asked to solve problems that do not con- 
cern them. The *problem" is the teacher's problem, not one arising out of 
the everyday experiences, needs, and perceptions of the student. 

To evaluate what learning has occurred, the classroom teacher might 
propose the following questions: 


1. Has the information gained been utilized in new situations? 
2. Have certain skills been extended or refined? 
3. Do I have evidence of new interests and attitudes? 


4. How has the experience helped the child to evaluate his own learn- 
ing? 


1. Consider your own learning situations in elementary school, high school, 
and college. How many met the qualifications of a learning situation in 
terms of the broad definitions proposed? What evidence do you have of 
behavior change? Try to think of examples of teachers who were most 
successful in promoting behavioral change and those who seemed more 
interested in the memorization process. What are the practical implica- 
tions for evaluation of the pupil's learning if we accept the definition of 
learning as behavior change based on the purposeful perception of 


events combined with individual needs and goals? ] 


THEORIES OF LEARNING 


The evolution of the educational process has been accompanied bya 
parallel development in theories of learning. Efforts have been made to 
test and evaluate many aspects of the learning process. As a result, prin- 
ciples formerly accepted as inviolable have been questioned, and in some 
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instances disproved. New theories help us understand the complexities of 
the learning process. 

Many experiments in the field of learning have involved the study of 
animals and their reactions in various situations. The validity of this 
method as it applies to human learning might be questioned. We cannot 
always assume that what is true of animals is true of people. It is becom- 
ing increasingly apparent that the complexities of human personality, self 
forces, and cultural factors affect human learning in such a way as to in- 
validate for classroom purposes many analogies with animal learning. 

There are many theories of learning and variations of these theories. We 
shall consider primarily the Stimulus-Response Associationist; the Gestalt 
Field Theorist, which would include the theorists who see learning as a 
perceptual problem; and the Developmental Theorist. 

A survey of learning theories can be found in: 


Bigge, Morris, Learning Theories for Teachers. New York: На & 
Row, Publishers, Inc., 1964. i i ey 
Hilgard, Ernest, Theories of Learning, 2nd ed. New York: Appleton- 
Century-Crofts, 1956. 

f Hill, Winfred, Learning: A Survey of Psychological Interpretations. San 
Francisco: Chandler Publishing Co., 1963. 


Stimulus-Response Theory 


Professor E. L. Thorndike of Columbia University, who started his work 
at the turn of the century, was a primary proponent of the stimulus- 
response association theory. A biological view which stressed the organ- 
ism, this theory was dependent to a great extent on data gathered from 
animal experimentation. 

The Thorndike theory was predicated on the establishment of neural 
bonds between a stimulus and response, and has had a great effect on 
present school procedures and practices. It claims that every act, physical 
or mental, involves the setting up of specific pathways in the nervous sys- 
tem. In order for a new act to be learned, pathways between stimuli and 
responses must first be established. Through repetition, the resistance 
offered to the nervous energy passing along the pathways is lessened and 
performance of the act is facilitated. Thorndike believed that the intelli- 
gence of an individual depended on the number of inner nervous system 
pathways or physiological connections in his brain. 

This theory, sometimes called “Connectionism” or the "Neural Bond 
Theory," led to certain laws which were supposed to govern learning. The 
first of these is the Law of Use or Exercise. According to this law, an indi- 
vidual must have the opportunity to repeat an act correctly and frequently 
if he is to learn it. This led to the familiar "Practice makes perfect!" and 
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brought about many questionable educational procedures, such as the 
writing of spelling words and meaningless phrases hundred of times. 

It became apparent that practice or repetition facilitated learning but 
did not insure it. Attitudes and feelings affect the learner's response. 
Thorndike then developed his primary law of learning, the Law of Effect. 

Thorndikes Law of Effect states that if learning is accompanied by 
pleasure or satisfaction, it is strengthened and the learner's efforts will 
probably increase also. Conversely, if learning is accompanied by unpleas- 
antness, it is weakened and the learners efforts will probably decrease. 
This greatly oversimplified law led to the emphasis on the principles of re- 
ward and punishment. Later in Thorndike’s writings he modified the Law 
of Effect to make satisfaction more important than annoyance. 

The Law of Readiness is the third law of learning derived from the 
Thorndike Theory. As the name implies, it states that the learner must be 
ready to learn. The first two laws, the Law of Use or Exercise and the Law 
of Effect, are ineffective if the child is not ready. The most effective way 
to determine readiness, it was felt, was to give the child the opportunity 
to learn and then observe his behavior. An individual's attitude would 
show his readiness. Readiness, as a function of maturation, need, and in- 
terest, could be promoted by arousing interest in a particular subject be- 
fore it is introduced. Thorndike believed that if the organism is ready to 
respond, it is pleasurable to respond. 

The Thorndike Theory has stressed the “trial and error" nature of learn- 
ing. Man’s problem solving is basically the same as trial and error. How- 
ever, man can substitute concepts for behavior, and, therefore, can achieve 
his goal more readily. The Thorndike Theory tends to oversimplify the 
complex learning process in which the whole individual is involved. 

More about Thorndike and his theories can be found in: 


Thorndike, E. L., The Psychology of Learning. New York: Teachers Col- 
lege, Columbia University, 1913. 


, Adult Learning. New York: The Macmillan Company, 1928. 


2. Thorndike was an early and influential theorist associated with a uni- 
versity which has had considerable influence upon the educational 
Scene. What are some past and present educational practices which 
show evidence of people's acceptance of his general theoretical prin- 


ciples? In what way do you feel Thorndike may have oversimplified the 
leàrning process? 


As in the study of any theorist who has written over a considerable pe- 
riod of time, we see that in later writings Thorndike disavowed the Law 
of Use or Exercise. He also came to put considerably less emphasis on the 
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punishment aspect of learning. It is now generally accepted that learning 
should occur in a pleasant, secure atmosphere. A mild form of emotional 
involvement, such as that produced by curiosity, is stimulating to the 
learning process, but in general, teacher-induced anxiety should be mini- 
mized. Whenever the individual is confronted with a large amount of 
frustration, he tends to focus more on his own inadequacy than on the 
problem at hand. 1 

Guthrie! was another S-R associationist who stressed the concept of 
contiguity. This meant that a response becomes conditioned to all of the 
cues present at its original evocation. These associations were formed au- 
tomatically and instantaneously without either the necessity of repetition 
or favorable aftereffects. At present, associationists who stress contiguity 
tend to believe that the new habits form as a result of the contiguous oc- 
currence of stimulus and response. Rewards, then, would influence the 
performance more than the original learning. 

A prominent advocate of the stimulus-response approach to learning is 
B. F. Skinner. He views teachers as architects and builders of student be- 
havior. Skinner defines learning as a change in the probability of response. 
Skinner extended the stimulus-response theory to include operant condi- 
tioning, a process whereby a response is made more probable or more 
frequent. An operant is strengthened, or shaped, in Skinner's terms, by rein- 
forcement. Operants are responses which are controlled basically by the 
rewards that follow them, and then serve as a stimulus. The operant acts 
are modified through the process of operant conditioning. The contin- 
gency of operant conditioning is response, stimulus, and reinforcement in 
that order. The operant response is followed by a reinforcing stimulus and 
the probability of recurrence of the operant is increased. Skinner explains 
all human behavior in terms of respondents and operant reinforcement. 
Thus, the teacher has to define the task and reinforce or strengthen the 
child’s correct response to increase the probability of its recurrence. 

Skinner’s animal work has caused him to give serious consideration to 
the timing and spacing of scheduled reinforcement. Through progres- 
sively changing the contingencies of reinforcement in the direction of the 
desired behavior you can see learning occur. A contingency of reinforce- 
ment is a sequence in which a response is followed by a reinforcing stimu- 
lus. The operant-conditioning psychologist then deals with the response 
Which becomes the operant, followed by reinforcement and finally stimu- 
lus. Successful teaching from this point of view analyzes the effect of rein- 
forcement and sets about to design techniques which set up specific 
reinforcing contingencies. In this way, it is hoped behavior can be brought 


under precise control. 


rg Guthrie, The Psychology of Learning, rev. ed. (New York: Harper & Row, Pub- 
lishers, Inc., 1952). 
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Operant learning is a response-stimulus process. The operant learning is 
under the control of the consequences, the reinforcement stimulus which 
actually follows the response. The organism first makes the desired re- 
sponse, and then the reward is provided. This reward reinforces the 
response and makes it more likely to recur. The response is always instru- 
mental in bringing about its reinforcement. From this point of view, then, 
the essence of learning is not merely stimulus substitution, but response 
modification and response encouragement via reward. For Skinner, in 
learning, there is a feedback from the reinforcing stimulus to the previous 
response. Thus, the emphasis is placed on the reinforcing agent in con- 
trast to the factors that originally elicited the response. The teacher, from 
this point of view, reinforces the correct response after it is selected. His 
job is to decide what behavior he wants the student to produce and then 
to stimulate the student in such a way as to evoke and fix the behavior. 
Learning objectives are divided into a large number of small tasks and 
reinforced one by one. In this process it is of prime importance that teach- 
ers engineer material in such a way as to time and space properly the 
schedules of reinforcement. 

Adherents to this theory do not try to look inside the organism for any 
explanation of behavior. Learning is dealt with as an entirely external 
event. In his writings, Skinner has minimized the importance of group 
and social forces. A Skinnerian teacher would analyze the effect of rein- 
forcement and design techniques to shape the learning process with pre- 
cision. Through setting up specific reinforcing contingencies, the behavior 
of the individual should be brought under precise control. The behavior- 
ist is really convinced that when all the significant variables have been 
arranged, the organism will respond in a highly predictable manner. 
Teachers, then, are involved in shaping proper responses. 

For more on Skinner's ideas read: 


Skinner, B. F., Science and Human Behavior. New York: The Macmillan 
Company, 1953. 


Skinner, B. F., The Cumulative Record. New York: Appleton-Century- 
Crofts, 1961. 


Skinner's theory obviously has some excellent implications for educa- 
tional practice. If punishment is unpredictable and does not bring about 
any permanently reduced tendency to respond, then unpredictable meth- 
ods in education such as punishment should be seriously questioned. 
Much teaching has been dominated by an escape type of stimulation. The 
child has functioned in order to avoid some type of punishment. 

Skinner has pointed out that there is too great a lapse of time between 
behavior and its reinforcement. Teachers should correct papers immedi- 
ately, correct errors as they occur, and reinforce correct responses. Indi- 
cating the right answers on papers rather than the incorrect helps the 
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Child to build on his assets instead of discouraging him by pointing out 
his weaknesses. The child will observe the teacher is concerned about 
what is right, and will still be able to note his errors. If a test is to be a 
learning process, it should be returned as close to the time of response 
as feasible. Skinner would point out that reinforcement of desirable be- 
havior occurs far too infrequently. 

The most promising development from the reinforcement theorists has 
been programed instruction, which leads the student through a carefully 
arranged sequence of steps to a specific type of behavioral response. 

As early as 1996 Sidney Pressey published an article advocating the use 
of machines for teaching factual information and covering routine drill 
Work. There was little followup until the stimulation of the reinforcement 
Psychologists. Skinner has stressed that teachers do not have the time to 
reinforce each child adequately, and he claims that mechanical devices 
could provide this reinforcement. Today's well-designed teaching machine 
employs many of the Skinner principles. It provides immediate reinforce- 
ment for correct answers; it takes small sequential steps; and it trains the 
Student to observe and discriminate. 

The classroom of the future will undoubtedly be affected by the appear- 
EIOS of programed learning materials in the form of textbooks and ma- 
terials for use in machines. They provide the student with immediate 
reinforcement for every correct response and point to many possibilities 
for the individualization of instruction and for the wide range of interests, 
abi ities, and capacities in any given classroom. Some of the concepts in- 
Volved in pacing can be handled effectively through the use of programed 
Materials because the student is permitted to progress at his own rate. 

€rtainly both theorists and teachers will want to utilize in the classroom 
Some of the Positive elements of programed learning. { d 

Thelen? has pointed out some limitations in the concepts of Skinner i 

Towder regarding programed materials. He points out that the only es 
Vidua] difference dealt with is speed in going through the рови е 
“Гез the problems involved in failing to deal with purposes der n E 
dd makes positive recommendations for improving d 2 
peine inquiry activities and utilizing discovery by the stu i 


3. What are some implications of beha 
lect a level of education an a speci 
you might apply some of Skinn 
level and with this subject. What are some о; 
haviorist theory? 


a " Elementary 
: р iti d Proposal, 
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Field Theory 


The field theory of learning stresses the wholeness of the learning proc- 
ess rather than an analysis of its elements. It is a combination of many 
psychological points of view, which all stress the important role of the 
"field" or surroundings in which behavior occurs. In learning, for example, 
elements of the field would include the self, the family, the classroom 
atmosphere, etc. Field theory emphasizes the perceptual aspects of learn- 
ing. One must have a general understanding of the whole before it is pos- 
sible to understand the parts. 

Some of the leading proponents of cognitive field theory include Kurt 
Lewin, E. Tolman, and J. S. Bruner. For these theorists, motivation is a 
product of the disequilibrium in a life space. They deal with constructs 
such as goals and barriers to the achievement of goals. Primary emphasis 
is placed on the concept that learning is goal-directed. The goals should 
be self-set and will change in dynamic fashion with the accumulation of 
new experiences, For these theorists, personal goals are always pertinent. 
They are concerned with such problems as the indivdual’s need to learn 
and his personal involvement in the situation. For them, insights do not 
become insights until they are internalized, the students see the mean- 
ings for themselves and they affect their behavior. 

An example of the way in which the cognitive field theorists approach 
specific learning tasks lies in the teaching of multiplication tables, where 
stress would be placed on acquiring a knowledge of the total pattern of 
the tables. Cognitive theorists stress that it is important for the student to 
see relationships. For them the tension which motivates is the tension to- 
ward a goal. 

The process by which a learner acquires new insights is of concern to 
the field theorists. Perception is defined in terms of the way it exists for an 
individual at a particular time, and not in objective terms. The child in his 
environment simultaneously interacts and participates in the perception 
process. According to field theorists the child gives meaning and order to 
things in terms of his own needs, abilities, and purposes. Thus, the learn- 
ing situation is always interpreted in terms of a multiple set of factors 
which are dynamically interrelated as a whole. Field theorists believe in 
the purposiveness of behavior and in utilization of the individual’s ca- 
pacity to pursue his self-interests. Considerable attention is given to the 
psychological setting in which learning occurs. Learning is affected by the 
relationship with specific persons at a given time. Field theorists hold that 
processes are affected by the individual's goal, and hence all learning ac- 
tivity is goal-directed. Field theory might be most readily described as a 
goal-insight theory of learning. 

The field theorists, then, see the teacher as leading children to formu- 
late, clarify, evaluate, and solve problems. Promotion of an atmosphere 
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Which fosters insight is crucial. Teaching from this standpoint involves 
developing an understanding of the learner as an individual. As the result 
of goal directiveness, learning proceeds from a relatively undifferentiated 
stage to a more elaborate and internally differentiated condition. The 
child essentially reorganizes his perceptual patterns in relationship to a 
goal. Some theorists have called this insight. For Lewin, learning was a 
Progressive differentiating of relatively unstructured problem situations. 
For further reading, consult: 


Bigge, Morris L., Learning Theories for Teachers. New York: Harper & 
Row, Publishers, Inc., 1964. 
Bruner, J. S., The Process of Education. Cambridge, Mass.: Harvard 


University Press, 1961. 

Hill, Winfred, Learning: A Survey of Psychological Interpretations. San 
Francisco: ‘Chandler Publishing Co., 1963. 

Lewin, K., “Field Theory and Leaming,” The Psychology of Learning, 
National Society for the Study of Education, 41st Yearbook, 1942, Part 2. 
Tolman, E., Purposive Behavior in Animals and Men. New York: Apple- 


4. Describe a specific learning situation which illustrates progressive dif- 
ferentiation or change in perception. This might be in the area of hand- 


writing, number concepts, reading, science, or any other you prefer. 


th Very close to the field theorists, and for our purposes classified with 
nem, are Don Snygg, Arthur Combs, and Carl Rogers. To them, learning 
15 а proces: by which the individual changes his behavior. These changes 
me usually accomplished by differentiation within the perceptual field. 
tes is a progressive differentiation from a very general percep- 
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5. Take a specific grade level and subject and illustrate ways in which the 
problem-solving approach to learning could be developed. 


Аз one reads the field theorists, it becomes increasingly important to 
consider in great detail the kind of perceptual field deemed essential for 
the most effective learning, problem solving, and reasoning. Don Snyggt 
has proposed a number of principles which relate to the learning process. 
He believes that we should take greater account of the child's need for 
self-esteem and a feeling of adequacy. Unlike the reinforcement theorists, 
he would utilize the individual's goals, which are personal, to produce true 
learning. Activities which diminish self-esteem would be avoided. In terms 
of the total learning situation, Snygg believes that any attempt to teach 
children before they are ready is not only an unproductive use of time, but 
also tends to build up concomitant attitudes and avoidance which will in- 
terfere with later learning. Не believes that we should re-evaluate teaching 
in light of the general purposes of the schools. He maintains also that it is 
more important to produce pupils who actually utilize desirable techniques 
of living on a regular basis in their daily lives, rather than merely talk 
about them. The attitudes which are acquired along with the subject mat- 
ter, he feels, may be even more significant than the subject matter itself. 
This would caution the teacher to be aware of how the subject matter is 
taught and what attitudes the pupils are forming toward the subject. On 
the transfer of training issue he asserts that skills are both better retained 
and more frequently used when they are learned under conditions very 
similar to those in which they will be actually used. 

There would be little argument with the reinforcement theorists about 
the importance of pacing the experiences of children in an appropriate 
manner so that they do not need to be repeated. The perceptual field 
theorist would stress the desirability of a different experience once a child 
does not develop a desired attitude or skill. The perceptual approach calls 
for a close look at the atmosphere for learning as revealed through the 
interactions between the children and the general climate for learning 
created by the teacher and student. The student should be free from 
threat and operating in an atmosphere of acceptance, even though he is 
aware of his limitations. Teachers with this point of view would accept 
and stimulate curiosity. They would also encourage exploration. The 
teacher would truly be more of a guide than an engineer. The teacher, 
from the perceptual approach, then, is concerned about methods of facili- 
tating the clarification and change of meanings. To complete this theory, 
they would recognize that effective teaching requires the intelligent use 


* А. Combs and D. Snygg, Individual Behavior. 
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of the teacher's personality as a tool to assist others to new experiences; 
hence, teaching in many ways would always be highly individualized. 

Carol Rogers is a psychologist primarily associated with counseling and 
therapy. However, some of his writings have touched upon the signifi- 
cance of his theory for learning. He, too, begins from the perceptual point 
of view. Rogers is concerned about assisting the person to see himself 
more accurately and seeks a greater acceptance of self. The learning 
process he envisions produces an individual who is more self-confident, 
flexible, self-directed, and less rigid in his perception. It enables him to 
adopt more realistic goals for himself and eventually to become more ac- 
cepting of others. Rogers would say that significant learning will occur 
more readily when the child perceives problems he wishes to resolve. 
Thus, the teacher's role is one of creating a facilitating classroom climate. 
This has some obvious implications for planning. The teacher must be 
aware of the child's problems and willing to deal with them. He must ac- 
Cept the student as he is and understand how certain feelings may affect 
the child's capacity to learn. Learning, then, is always presented in terms 
of making resources available to the child as contrasted with forcing. The 
teacher's task is to promote the natural tendencies of the individual to 
learn, to develop, explore, and create. The child should not be forced into 
à mold in which he sacrifices his creativity and lives entirely in terms of 
the teacher's standards. This type of democratic atmosphere which Rogers 
advocates has been researched.’ The evidence appears to indicate that 
there is more promise of freeing the mind for uniqueness, self-direction, 
and self-initiated learning, with no concomitant loss in factual or curricu- 
lar learning as typically experienced in the conventional class. 

Rogers, then, would utilize the self-actualizing tendency of the child, 
elieving that students who are in contact with life's real problems func- 
tion more effectively." Thus, the personal relationships between the teacher 
and the student and between the individual students become highly sig- 
nificant. The types of problems selected and the provision of resources to 
explore them are important conditions for this theory. A Rogers-oriented 
teacher would have available a variety of resources and techniques and 
many types of educational devices to promote learning. He would recog- 
nize that all of the members of the class contribute to the accumulated 
earning, 
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6. Roger's point of view opens up many opportunities to see the teaching 
process in a different light. Assuming for the moment that you accept 
Rogers” point of view, describe some of the ways in which the Rogerian 


| 


would function in the organization of the learning process. 


SHOTS i : Houghton Mifflin Company, 1961). 
gers, On Becoming a Person (Boston: Houg! n Company, 
А Rogers, Client-Centered Therapy (Boston: Houghton Mifflin Company, 1951). 
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Developmental Theory 


The developmental view of the learning process, best represented in the 
works of Daniel Prescott, Cecil Millard, and Willard Olson, suggests that 
the child is more than a mere mechanism, as many of the stimulus-response 
associationists seem to imply. Learning occurs as a result of something 
more than what is done from the outside. Learning is an active process 
which, in a sense, is originated by the child. Developmentalists encourage 
us to look at some of the factors that influence learning. They suggest 
that we take into account the child's health, his growth level, his rate of 
maturing; also, the climate of love and the amount of emotional security 
afforded him. The subcultural elements that have been internalized 
through interaction with parents and other persons in the community have 
a significant influence on learning. It is important to know how the child 
internalizes the cultural background in his socialization processes. From 
an understanding of the roles and status which the child acquires in E 
peer group and the status to which he aspires, we can become aware o 
another important factor in connection with any child's learning. Finally, 
they suggest that it is important to recognize the influence of the cM 
self concept and his defense mechanisms if we are to understand some 0 
the difficulties he encounters with learning problems. 

From their research, developmentalists build a model which OE 
us to recognize that all growth and learning are highly individua AS. 
Cyclic, and interrelated. They point out that there must be harmony $ 
tween instruction and the growth pattern of the child if learning is to s 
effective. Maturation must precede learning; any attempt to teach without 
cognizance of the maturation concept cannot be effective. Teaching is best 
when it coincides with the maturational process of the individual. For the 
developmental theorist, teaching should neither conform to the average 
growth of children nor to a rigid grade level. Too much growth research 
has already demonstrated that many classrooms do not contain even a 
single "average" child as measured by intelligence and achievement tests. 
Thus, each child must be assisted to maximal development in relationship 
to his specific developmental pattern. : 

Millard conducted several longitudinal studies of academic achieve- 
ment in which test data were collected over a period of time. He found 
that the progress of each child tended to follow a pattern of development 
to the extent that it was impossible to relate deviations from the pattern 
to differences in teaching methods or teachers.” It also was not possible to 
demonstrate the effects of special remedial help. When the individual 
curves of progress of these children were studied one could not tell when 


1 C. Millard, Child Growth and Development, rev. ed. (Boston: D. C. Heath & Com- 
pany, 1958). 
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special help had been given. This caused him to believe that learning had 
certain growth and development connotations which have not been gen- 
erally recognized. Learning is more than a product of teaching. It is sug- 
gested that teachers become involved in directing child growth and in 
providing guidance in the selection of learning activities. Perhaps one of 
the most vital functions would be that of improving or enriching the total 
educational environment. 


Onset of Learning Mature Learning 


FIG. 5-1 The Relationship of Student and Teacher Control 


The simple chart above illustrates that at the start of learning teacher 
control is high and student initiative low. However, as the learning rela- 
tionship develops, the relative emphasis and roles are reversed. 

Developmental theorists believe that growth and learning are two phases 
ОЁ the same process of change. The process is so complex that no satisfac- 
tory distinction can be made between the two. Learning implies modifica- 
tion. The individual is constantly changing. The task of the school is to 
facilitate desirable change. 

Olson suggests that the healthy child will seek from his environment 
experiences that are consistent with his maturity and needs. Thus, we 
should study seeking behavior in order to understand readiness. Self- 
Selection suggests that the child will work creatively toward conditions 
that advance his well-being or his self-actualization. Teaching from this 
standpoint would not be a matter of setting up assignments, but instead, 
of Serving as an encouraging guide, providing a variety of experiences, 
and letting the child select according to his level and rate of growth. 

; Pacing is a concept which is concerned with the acts of the teacher in 
Jnsuring that the child is provided with materials at the appropriate level 
and with expectations only in line with his level of maturity. It takes into 
account the fact that success breeds further success. The teacher, then, is 
interested in tasks which have an intrinsic value and which cover a wide 
Tange of difficulty in order to provide for the great human variability in 

€r room. An increasingly large amount of self-selection materials is availa- 
ble for educators; for example, the Science Research Associates Reading 


Sw. Olson, Child Development, 2nd ed. (Boston: D. C. Heath & Company, 1959). 
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Laboratory and the California Test Bureau Self Instructional Mathemati- 
cal materials. Beyond this, each teacher can utilize the school and com- 
munity libraries to provide a variety of resources for the learning situation. 

Because all children are not ready to learn the same things at the same 
age, individual differences become most important in this approach. The 
school becomes involved in providing experiences which help to broaden 
the child's concept of his own needs and of the world. However, child 
study is basic to the learning process, and it is important that each teacher 
recognize the way in which one child differs from every other child in his 
readiness for specific learning. 

For further reading about the developmental point of view see: 


Millard, C. V., Child Growth and Development, rev. ed. Boston: D. C. 
Heath & Company, 1958. 


Olson, Willard C., Child Development, 2nd ed. Boston: D. C. Heath & 
Company, 1959. 


Prescott, Daniel A., The Child in the Educative Process. New York: 
McGraw-Hill Book Company, 1957. 


Educational policy and practice follow certain guidelines if the devel- 
opmental approach to learning is accepted. Attempts to develop and 
create homogeneous groups of children would be relatively nonexistent: 
The school would recognize and accept the problem of great human varia- 
bility and would seek methods to work with it instead of trying to solve it 
through an external manipulation factor like grouping. Where grouping 
Was necessary, the basis would never be a single characteristic, but rather 
a study that included all of the important developmental factors for each 
child. The teaching task, then, is complicated by the varied tasks under- 
taken by different children within the class in any particular year. 

If each child takes the proper next step in his development, the teacher 
truly becomes a guide to learning. To be an effective guide, he must know 
each child in terms of all of the factors which have already been de- 
Scribed as influences on learning. Obviously, too, the teacher should be 
supplied with carefully compiled developmental information at the be- 
ginning of each school year. Teachers, then, must become experts in 
recognizing and accepting individual differences. They must keep cumu- 
lative personnel records which are objective and descriptive and which 
Will eventually help to explain the dynamics of behavior, for records are 
kept in order to reveal the pattern of development. This suggests also that 
school administrators provide the teacher with time to keep up to date 
developmental information related to the individuals in their classes. 


learning as Acquisition versus Learning as Growth 


For a lon 


g time learning has been considered as an acquisitional activity. 
For some, | 


earning and acquisition were practically synonymous. Learning 
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in the conventional sense required giving evidence of memorized material. 


In contrasting learning as acquisition and learning as growth, Millard 
has presented most concisely the developmental theorist's point of view. 
Some' characteristics of learning as acquisition, as applied in the class- 
room, have emerged with considerable clarity. The following outline in- 


cludes most of them: 


First: Learning is classified as acquisition when 
a. There is subject matter set out in advance of teaching as material 


to be learned. 
b. The teacher's efforts are directed toward bringing children to a 


predetermined goal. 
c. The emphasis is upon an o 
conformity. 
Second: Learning is to be classified as acquisition when the activi- 
ties of the teacher consist of 
a. Setting tasks 
b. Giving reasons for the tasks set 
c. Offering rewards for effort, and 
ties for lack of effort. 
Third: Other activities of the "acquisitional teacher" may be 
. Expressing sympathy or interest 
. Controlling order by issuing rules and disciplining offenders 
Directing activity by commands or questions 
. Explaining points not understood 
Setting models to be copied or followed 
Doing things for pupils they cannot do for themselves 
. Hearing recitations based on repetitions of memorized materials 
. Drilling, reviewing, inspecting, and perfecting for no other obvi- 
ous purpose than for perfection 
i. Making and recording judgmen 
predetermined standards.? 

In this situation the control by the teacher is rather complete. Respon- 
Sibility for what is learned, how it is learned, and when it is acquired 
resides in the teacher primarily. All teaching and its results from this point 
of view are able to be measured by subject-matter tests of knowledge and 


skill, 

Teaching in relation to learning as growth takes on a new aspect. It 
aims not at forcing but at providing the conditions favorable for growth. 
Learning in the conventional sense is not disregarded but becomes a means 
to an end rather than an end in itself. Learning is acquired through mul- 
tiple experiences that have meaning and value for the child, and not 
through a single passive or isolated activity. Teaching from this point of 
view is evaluated not by what the child knows but by what he becomes. 


The following points are characteristic of learning as growth. 


utcome of possession, achievement, 


setting and administering penal- 


mmo ao op 


ts of performance in relation to 


? C. Millard, Child Growth and Development, p. 282. 
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First: Learning of academic facts is not a major outcome. The ac- 
cumulation of knowledge is incidental to experience. This means 
that learning itself is a by-product of experience, something growing 
“out of” rather than something “added to.” 


Second: Learning is given a growth emphasis when the teacher's 
efforts are directed toward helping children either to have experi- 
ences or to profit from their experiences. 


Third: Subject matter is determined by the needs of the child as 
brought out and made clear through experience. 

Fourth: The teacher stimulates realization of purposes by presenta- 
tion of objects, situations, or opportunities. 

Fifth: The activity of the teacher includes guiding purposes to 
higher levels which will result in action and changed behavior. 


Sixth: Other activities of the teacher are those which: 
a. Provide restimulation and guidance 

b. Overcome fears and inhibitions 

с. Express sympathy and interest 

d. Point out successes 

e. Explain difficulties 

f. Aid in solving conflicts, disputes, etc. 


g. Call attention to unnoticed problems, supply materials, refer- 
ences, etc.10 


The distinct contrast between the two approaches to learning may im- 
ply that a teacher must adhere only to one in his conduct of the learning 
situation. Millard's analysis leads to a recognition that almost all teaching 
includes both learning as acquisition and learning as growth. 


7. Your own learning experiences have exposed you to teachers with dif- 
fering emphasis upon learning as a growth or as an acquisitional ac- 
tivity. What do you think is the difference in terms of the: student's 
reaction to learning? Take either the learning as acquisition or learning 


as growth point of view and defend it as the most desirable approach 
to learning. 


======= I Adde И Ж ИЧ vr à ce 7 ОЙИ 


FACTORS CLOSELY RELATED TO LEARNING 


A number of factors have a significant effect on the learning process. 
You should particularly be aware of the influence of maturation, parents, 


the social Climate, and motivation on the effectiveness of the learning 
process, 


Maturation 


The child's maturit 


y has been shown to have a significant influence on 
the efficiency of his 


learning. In a number of investigations concerned 


1° C. Millard, Child Growth and Development, pp. 283-84. 


P 


LEARNING 


with the maturation-learning relationship it has been demonstrated learn- 
ing is most effective in certain periods of the developmental cycle of a 
specific growth.!': 12 13 Adequate maturity reduces the period required 
for learning. Learning is generally more efficient when the proper stage of 
maturation has been reached. Thus, instruction and the growth pattern 
should be synchronized. If the opportunity to learn is withheld when the 
proper stage of maturation has been reached, other factors may enter to 
hinder the learning process. Each child has a period of optimal readiness. 
Instruction before or after that period may reduce the effectiveness of 


learning or limit the child's potential. 


The Child and the Parents 


The child's first teachers are the parents, who have a greater influence 
on him than any other single agency. Many of his habits, attitudes, and 
values are established by the time he reaches school. Certainly the parents 
provide the child with his first social interaction. Their attitudes toward 
learning and the academic discipline serve as a model for him to accept 
or reject. They should, at every opportunity, encourage and reinforce the 
child's learning. The school should pay close attention to the development 
of parent education programs if the work of the school is to be facilitated. 
The relationship between the parent and school should be a cooperative 
опе. 

Parents should not be expected to teach what professionals cannot get 
across. While parents can provide varied experiences and support the 
values of the school, they cannot be given the full responsibility for devel- 
oping interest in the work tasks of school. For example, the teacher should 
not assume that homework must be regularly checked by parents. Instead, 
the parents might play the role of supplying certain nutrients to the learn- 
ing process. The parents might make available materials in the home 
which promote learning, and also provide opportunities to engage in learn- 
Ing experiences not immediately available in the school setting. 

Parents should teach by example. The way they relate to each other is a 


significant learning experience for the child, who can observe the way in 
Which people act toward each other. His ideas about cooperation and 


achieving one's purposes are frequently stimulated first in the home. Par- 
ents should understand the growth and development pattern of the child. 
The schools might well utilize parent-teacher contacts to provide parents 
with child development information and opportunities to discuss diffi- 


culties in dealing with developmental problems. 


11 C. Millard, Child Growth and Development. 
12 C, Millard and J. Rothney, The Elementary School Child: A Book of Cases (New 
York: Holt, Rinehart & Winston, Inc., 1957). 


13 W, Olson, Child Development, 2nd ed. (Boston: D. C. Heath & Company, 1959). 
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Because of the importance of the parents' role in learning, it should be 
clear that certain attitudes only hamper the learning process. The de- 
manding parent who expects the child continually to accomplish “more 
hinders the child. Pressure at the home has no greater validity than at 
school. Instead, parents might serve to inspire the child, to encourage ap- 
propriate self-expression, and to introduce him to new concepts and ideas. 
They can both stimulate and utilize his curiosity. Simply answering ques- 
tions and indicating methods of solving problems can be a very important 
role for the parent. 

Frequently, when psychiatrists and psychologists investigate learning 
difficulties, they find that the difficulty relates to some problem in the 
parent-child relationship. Some children refuse to learn in order to show 
their parents who is boss. Others, get even through the embarrassment of 
poor report cards or admonitory telephone calls from the school. On the 
other hand, some children, according to some psychoanalysts, may not 
wish to do better than their parents because they do not want to make the 
parent look inferior. The child who makes a lot of progress in school may 
then be expected to take on additional responsibility at home and give up 
being babied. In some instances learning and the lessons and values of the 
School may differ from the values of the parents. This can be threatening 
to the child and cause him to withdraw from learning. The variance in 
standards between the school and the home and the resultant inconsis- 
tencies may bring about failure to perform. 

Parental involvement in the learning process may be considerable and 
may be both positive and negative. The school administration and pro- 
fessional staff should investigate effective ways to establish adequate com- 
munication between teachers and parents, and should seek to assist 
parents in encouraging their children to enter into the learning process. 


The Social Climate 


Much that has been said about the principles of development and indi- 
vidual differences has seemed to indicate that all learning is an individual 
Process. It is important to recognize that learning occurs in a social set! 
ting. Teachers must learn that the classroom atmosphere is basic to the 
learning situation. The emotional tone of the classroom, the amount of ac- 
ceptance and approval, the development of an attitude that fosters crea- 
tivity are all vital to a good classroom learning atmosphere. We frequently 
think of emotion as being a hindrance to learning. We should recognize 
that mild emotion, strong feelings of interest and belonging, can elicit 
sufficient tension and effort to develop personal involvement in the learn- 


ing process. In the proper learning climate the child is accepted and hence 
free to learn, 


а 
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It is important, then, for teachers to recognize at least two facets of the 
social climate in learning. First, we cannot teach a child effectively unless 
we know something about the family situation, community, and social 
background which helped shape his habits and actions. Also, teachers 
must be aware of their role as directors of a group and the effect of group 
interaction on the learning process. 

The school is a social institution which is influential in the education of 
the individual. Society has set up the school to allow the child a period of 
experimental social functioning. Hence, it is the duty of education to pre- 
serve the social heritage and to assist the child not only in mastering facts 
and gaining understandings, but also in acquiring social techniques, mores, 
and attitudes. Education should give him skills that enable him to evalu- 
ate society and to work toward change that benefits society. 

There has been a considerable amount of experimentation on teacher 
leadership and its influence on the group climate. Classical studies com- 
pare autocratic, laissez-faire, and democratic social settings.* In an auto- 
cratic atmosphere, the leader determines policy, makes work assignments, 
and determines working companions. In the democratic group, policies 
are determined by group discussion with assistance from the leader. In 
the laissez-faire group, the leader supplies the materials but rarely par- 

À ticipates in decisions. The autocratic person, it has been shown, gives 
more orders and more personal praise and approval The democratic 
leader acts as a guide who stimulates self-direction and uses recognition 


as a token of success. 
Children in the democratic groups were not as aggressive as pupils of 
the autocratic teachers, and were motivated to engage in self-sustaining 
types of activities toward individual and group goals, in ‘contrast to the 
laissez-faire children, who were dissatisfied with their own lack of ac- 
complishment. The democratic climate, then, has been considered as the 
best for developing and achieving both the individual and group goals. 


adership pattern that the teacher develops i 
t upon the outcomes of education. Give som 


evidence of classroom atmospheres that you have experienced whic 
appeared to be democratic, autocratic, ог laissez-faire. Do you feel tha 
certain types of subject matter limit the teacher's ability to е 
democratic approach? If you feel that there is a limit, indicate whic 
types of subjects you believe would not lend themselves to the demc 
cratic approach and why. 
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White, “Patterns of Aggressive Behavior in Experi- 
” Journal of Social Psychology, 10 (1939), 271-99. 


8. Obviously the type of le 
the classroom has an effec 


14K. Lewin, R. Lippitt, and R. V 
mentally Created ‘Social Climates. 
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Motivation 


An important factor in working with learning in children is motivation. 
We are here referring to the art of stimulating interest or utilizing interest 
that is already present. Regardless of the quality of the curriculum, the 
child can be exposed to knowledge, but obviously he does not always 
learn. Specifically, he does not always learn what the teacher desires. 
Many learning situations in the school result mainly in the child's learning 
negativistic attitudes about certain kinds of subject matter. It is probably 
fundamental to recognize that the teacher must try to stimulate interest in 
pupils where it is lacking. The incentive approach to education involves 
different ways of making a subject palatable. However, the teacher should 
more than sugarcoat the subject matter; he should be able to take advan- 
tage of the interests that the student already possesses. 

AII students come to school with varying interests. Determining the in- 
terests of the individual and working with them to add vitality to the 
learning process are basic'to successful teaching. Interests may be de- 
termined in a number of ways. Some are as simple as just listening. How- 
ever, the Pupil Interest Inventory mentioned in Chapter III will provide 
the inexperienced teacher with many insights into the child's interests. 
Permitting compositions to be written spontaneously will offer further 
insight into the natural interests of the child. You must, however, consider 
motivation as an intrinsic process, not merely the manipulation of ex- 
trinsic factors by the teacher. 


Áo GT 
9. There is a fundamental difference between stimulating interests and 
developing interests. The effective teacher will probably do both. Give 
examples of ways that you might utilize and develop already present 
interests at different grade levels and in various subjects. 
mM E LIEN А ААО аа ie o 
It seems clear that we need to work with the child's goals and purposes 
in mind. For the child, the more clearly the goal is perceived, the more 
strongly his acts will be motivated. Thus, our efforts should be directed 
toward making the goal more vital and vivid through assisting in goal 
selection and clarifieation. 
Rewards and punisliment play very important roles in the motivation of 
school learning. Reward or positive reinforcement, whether it be some- 
thing material or a teacher's word of encouragement, becomes a form of 
motivation. The motive of the learner will determine what is interpreted 
as a reward. If the child's goal is to gain the approval of his peers, a good 
grade in arithmetic will not be interpreted as a reward unless it is so re- 
garded by the group to which he wants to belong. The teacher might 
utilize the desire of most children for social approval in the learning proc- 
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ess. Once social factors in learning are recognized, then grouping prac- 
tices can assist learning. Children might be grouped together for mutual 
encouragement. The teacher also will be forced to focus on constructive 
ways to assist the child to gain recognition from the group. ы 
Sometimes a child is rewarded by discovering meaning in something he 
has been working to comprehend. А similar feeling may come from the 
knowledge that he is making progress and doing well. The motives of 
curiosity and mastery are effective in the production of learning. Utilizing 
curiosity enables us to work with the child's natural inquisitiveness about 
his world. The mastery motive activates the child's desire to be competent 


and accepted for his accomplishments. 


Co unt fos er ee ЛНЫН у ы Тее ырла RENTE 
10. Give an example of the utilization of the motives of curiosity and mas- 
tery in the learning process. 
IMP a ee OMM EE La 
The self-selection principle permits use of the factors of interest, en- 
thusiasm, persistence, and satisfaction in the learning process. Knowledge 
of results, the giving of immediate information about success or failure, is, 
of course, pertinent to the learning and motivational situation. Teachers 
should be aware that generally schools are set up so that fast learners are 
rewarded over and over again, while slow learners rarely have opportuni- 
ties to experience feelings of accomplishment. 
Punishment is based on fear, the fear of physical pain, embarrassment, 
or loss of status. It may also completely inhibit the individual so that he 
does not respond at all. It is not unusual to come into contact with adults 
who have had so many inhibiting experiences at school that they are una- 
ble to engage in an open discussion of their opinions regarding intellectual 


questions, Punishment is a negative motive at best, and being inhibitory, it 
does not encourage creative activity. Nevertheless, in the schools we fre- 
s which are punishments, for exam- 


quently see many examples of action f 
ple, sarcasm, ridicule, lowering of grades, giving of extra assignments, 
increasing homework, detentions, dismissal to administrative offices, send- 
ing for parents, and withholding recommendations and responsibilities. 
All of these actions should be seriously questioned as motivational devices. 
They frequently produce the very opposite of the behavior desired. The 
basic evaluation systems in the schools, beginning with the awarding of 
stars and moving on to more formal marks, can easily degenerate into 
serving as motivation for working toward grades rather than actual edu- 
cational objectives. Grades within our school systems have encouraged 
the pupil to work for superficial instead of basic values. { 
If we accept the purposive nature of behavior, we should recognize 
that some children endure punishment to get the reward of achieving their 
particular goal or purpose. For some children, punishment may even serve 
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as a reward in that it gives them the attention they seek or permits them 
to engage in a power contest or to get even. The results of punishment 
then, can be unpredictable and confusing. It is advisable, educationally, 
to use natural, logical consequences rather than punishment that is unre- 
lated to the act. P 

A number of studies have investigated the relative valence of factors 
like praise and reproof.!5 Generally, praise has been demonstrated to be 
superior to reproof, and rewards more effective than punishment. For 
some children, development of skill and competence and success are mo- 
tives in themselves for the continuation of activity. This points to the im- 
portance of varying school work sufficiently so that every pupil has a 
chance to succeed at his developmental level. Success will build self-con- 
fidence, which in turn enables children to go about setting realistic goals 
for themselves. 

This approach in motivation stresses the importance of aligning the 
goals of the teacher and the students. Frequently, in education, the stu- 
dent has one objective and the teacher another; mutual alignment of goals 
is necessary before progress can be made. Whenever possible, personally 
meaningful material, related to both present and future needs of the stu- 
dents, should be included. AII attempts to utilize mass production methods 
in education might well be discouraged. 


QD E UHR SEMIS NER NEA: ee 


1l. Give an example of the utilization of personally meaningful material. 
Taking a specific grade level, indicate how you would utilize person- 


ally meaningful material that would be related to present concerns of 
the children. 


= ES UL AUTO ДЫКЫ wet rr aiit is e 


Ego involvement, the attempt to involve the whole personality, is quite 
fundamental to the motivational process, Equally important is recognition 
by the teacher that learning through experience is more effective than 
learning through lecture. 

Every child needs a curriculum in which he can succeed. This is basic 
to both efficient learning and healthy personality development. If the cur- 
riculum is wisely adjusted to the child's capacities, and is consistent with 
his growth and development, purposive striving may be achieved through 
proper motivation. Teachers can do much to adjust the curriculum so that 
the child can succeed at his developmental level. Obviously, this neces- 
sitates knowing more about the developmental level of specific individuals. 

Failure makes a person think less of himself, and this lowering of self- 
esteem generates anxiety. For example, threatening to fail students who 


> 


15 H, W. Stevenson and L. C. Snyder, “Performance as a Function of the Interaction 
of Incentive Conditions,” J. Pers., XXVIII (1960), 1-11. 
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do not produce in a classroom situation may make those who have had 
some success work harder, but those who have not experienced success 
have a tendency to give up. There is considerable evidence that failure 
results in an impairment of learning which persists throughout the learn- 
ing task. We might consider if the threat of a failing grade is actually a 
motivational force. 

Opportunity for success and satisfaction can be achieved most readily 
as teachers become more effective in utilizing the encouragement process, 
which has been described in detail in another publication? Our purpose 
here shall be to present a review of the rationale behind the process. 

Many children do not learn because they are discouraged. Discourage- 
ment stems from a lack of confidence in one's capacity to cope with prob- 
lems. The individual assumes that he cannot succeed; he anticipates 
failure, feels inadequate or inferior. Some of his problems stem from early 
competition within the family. Other problems develop from his own 
overambition or pressure by significant adults in his life space. — 

To assist such a child, we must change his concepts and expectations of 
self, We must seek a way to help him overcome his inertia. Encourage- 
ment communicates a faith in the child as he is. It begins by valuing the 
child, not just the child’s attributes. It sets about to build the child’s self- 
respect, This approach gives recognition for effort, not just for ш 
plishment and achievement. Teachers with an encouragement approac 
focus on the child's strengths and assets rather than his weaknesses and 
limitations, Instruction is based on the building of skills fitted to the 
child's development and paced to permit more success than failure. The 
book Encouraging Children to Learn by Dinkmeyer and Dreikurs gives 
many examples of the process in actual classroom situations. 


12. Give an example of how discouragement might a 


ing area with a given c 
encouragement process t 


A summary of motivation's function in learning would be helpful. 


l. Material should be personally meaningful and Ede a 
Breat an extent as possible. Whenever possible, it shou с n E 
learner's present life as well as his future life. The material's n ity s ч 
be shown and practical applications presented. Facts and Fed Praes 
Should be closely related to immediate SER as it is difficult for 
individu ms he does not have. 

2. "v dara mu are basic factors in motivation. The teacher 


А і i ildren to Learn: The Encourage- 
$ D. Dinkmeyer and R. Dreikurs, Encouraging Chi ү m eos 


ent Process (Englewood Cliffs, N.J.: Prentice 
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hild. How would you specifically utilize the 
o help a child with a learning problem? 
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should take advantage of the interests the individual already has and re- 
late them to the subject matter. Too often we seek only to stimulate inter- 
est where none is present, instead of attempting to utilize interest factors 
already inherent in the situation. This suggests that the teacher permit 
option, choice, and self-selection and encourage participation. 

3. In motivating the child, it is important to consider his growth and 
maturation. Every child has his own natural rate of development. If you 
try to hurry him or force him beyond his capacity, you are likely to retard 
instead of hasten development. Material should always be fitted to the 
child's readiness and maturation factors. 

4. To guide learning, you must always take into account the goals and 
purposes of the individual. The more clearly the goal is perceived by the 
child, the more strongly the act will be motivated. Those responsible for 


` guiding learning experiences should work for the alignment of teacher 


and pupil goals. 

5. Incentives, such as desire to secure attention and social approval 
from the child’s group, may be used whén managed intelligently. The 
skillful teacher can utilize the group to facilitate learning. The child’s be- 
havior can be shifted from the useless to the useful side of the continuum 
if he is guided into activities where he can get attention by functioning 
rather than by being a nuisance. 

6. An effort should be made to base a learner’s attitude toward work 
on his own intrinsic motives whenever possible. This indicates that the 
child would be working at serving his purposes, goals, and needs. The 
teacher who guides the learning process prefers that the child learn for 
his own sake and out of his own need, not for the sake of the teacher or 
for grades. Much effort is still needed to focus the child on a meaningful 
basis for acquiring learning and changing behavior. 

7. Each and every child has a unique personality developed through 
unique experiences. Mass production methods may be effective in manu- 
facturing, but are doomed to failure in the educational process. Adapt the 
educational method to pertinent personality factors of the child. 

8. Some extrinsic motives, such as rewards, may be used in educational 
programs, but care should always be taken that this is not overdone, It is 
easy to detect when extrinsic motivations have been overused, when the 
only reason for exerting effort is winning a grade, a letter, a bar, a pin, or 
a star. 

9. Sincere praise and encouragement should be utilized. The individ- 
ual's need to think well of himself should be met. 

10. Success and satisfaction should be experienced by the learner. This 
requires the teacher to present materials appropriate to developmental 
levels and related to pertinent developmental tasks. 


11. Teacher-pupil planning should be explored. This permits the learner . 


to become involved in the learning process. 
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12. Encouragement should be given to projects, field trips, group work, 
and learning through experience whénever this is feasible and meaningful. 

13. The attitude of the teacher toward the learner should include trust, 
cooperation, recognition of individual differences, and a growth of em- 
pathy and faith. Self-evaluation will help facilitate this type of relation- 
Ship and attitude. 

14. The fragmentation of knowledge should be avoided and interrela- 
tionships built upon. Many of the subjects in school are interrelated, but 
teachers frequently treat them as though they were unrelated. The ob- 
vious relationship between science and health, for example, could be only 
а start to the eventual recognition of the interrelationships in all knowl- 
edge. Л 
is Learning should seek to change the phenomenal field of the learner 
and, consequently his behavior, if it is to be truly effective. Evaluation 
then would look beyond grades and marks to analyze at least in part the 
behavioral goals that have been achieved. 


PROBLEMS IN LEARNING 


The learning process, complex and closely interrelated with the growth 
Process, presents a number of problems, such as transfer, perception, dis- 
tributed learning, retention, and knowledge of results. In dealing with 
these as separate problems, always keep in mind the interrelationship of 


Srowth and learning. 


Transfer of Learning 


Educators and psychologists for a long time have been concerned about 
the applicability і Ас. ДЕРЕ field to Puma For example, does pu 
Ing Latin help or hinder the learning of English? This type of d ip 
15 Considered in the transfer of learning. We want to kno v, pue uld 
What we learn can be used and applied in other situations. This s "lie 
[) viously be the long-run goal of any educational process. For : EE 

aining of the mind and formal discipline were educational ends em K 
selves, and subjects were frequently taught because they e б Е 

nd Supposedly conditioned the mind. Research now points to 9 for 
hat training the mind in one difficult task in no way i d id ЖУК, to 
an Unrelated situation,17 Early experiments by Ebbinghaus рой! i 
the fact that training in the repetition of nonsense syllables or meaning! 


17 ing, rev. ed. (New 
Yol McGeoch and A. Irion, The Psychology of Human Learning, 
By David McKay Co., Inc., 1952). Experimental. Psychology,” trans. 


He binghaus, "Memory: A Contribution to 
A. Ruger and б Е, Bussenius, TC, 1913. 
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rote memory did not train the mind to do well in a similar task on other 
meaningless material. 

A student really needs insight into a generalization which he can use 
repeatedly in different situations or problems if the transfer is to occur. 
When transfer does take place it is usually closely attributable to similari- 
ties in the tasks performed. In planning learning situations for children, 
you should provide experiences that relate as directly as possible to the 
experience in which they will eventually perform, since there appears to 
be little transfer between unrelated activities. In other words, we tend to 
learn what we practice, and educators should set up experiences which 
relate as directly as possible to educational goals. 

We might not expect transfer to occur by having children memorize 
good conduct rules for when the teacher is out of the room. On the other 
hand, developing self-control and student government even when the 
teacher is in the room could be expected to transfer. Teachers with demo- 
cratically disciplined classrooms have demonstrated that children can run 
their interpersonal relations well even if the teacher is out of the room. 
However, this type of cooperation appears to be highly dependent upon 
having assignments that have been mutually determined by the teacher 
and the student. 

Andrews and Cronbach have done an excellent job of summarizing the 
research on transfer.? They indicate that there are negligible gains in 
intelligence as the result of studying particular subjects. However, there 
is much evidence that transfer does occur. To enhance the occurrence of 
transfer, the teacher needs to point out the possibility of transfer, use 
varied teaching materials comparable to those to which the learning is 
expected to transfer, assist in the development of meaningful generaliza- 
tions, provide practice in applying generalizations, and evaluate the ex- 


perience by determining how the pupil's behavior in new situations is 
changed. 


Perception 


We need to be aware that people perceive situations differently. Many 
problems in learning occur because of differentiated perception of the 
task. The teacher has one expectation, the pupil another. No two children 
perceive in exactly the same way the teacher's expectations for a learning . 
task. Failure to acknowledge these perceptual differences will only create 
unnecessary difficulties. 

It has been demonstrated that perception is highly influenced by our 


19 T, Andrews and L. Cronbach, “Transfer of Training," in Encyclopedia of Educa- 
tional Research, rev. ed., ed. W. S. Monroe (New York: The Macmillan Company, 
1950), pp. 1483-89. 
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subculture, immediate social influences, and goals. The teacher who asks 
the students to list a balanced diet when their subculture values a diet 
heavy in carbohydrates is running into subculture problems. How can he 
deal with the difference in values between the parents and the school? 

Sometimes the teacher's limited perception serves as a hindrance to the 
learning situation. The teacher's understanding of certain human relations, 
for example, may be limited to textbook descriptions, while some of his 
students may have been exposed to intensive reading and personal ex- 
periences that have taken them beyond his view of this field. 

Fifteen children are going on a picnic. The problem is to decide how 
many sandwiches will be needed if each child is to have two sandwiches. 
John perceives this as a problem in addition and adds 2 + 2 + 2, etc. 
Henry perceives it as a multiplication problem, 15 x 2. Both arrive at the 
same answer, but by different methods. However, differences in perception 
may yield different results. The teacher asks someone to collect the vol- 
umes of the encyclopedia that are in use and put them away. Mary col- 
lects the books and lays them on the table where they are kept. Joan 
would collect the books and stand them, in alphabetical order, between 


the book ends on the table. 
o D LEE A RUM uic solo 


13. Give an illustration of how teacher's expectations in a learning task 
may differ from that of a pupil. Illustrate how perceptions of the task 


may differ among the pupils. 


Distributed Learning 


Many experiments have been conducted to discover the relative value 
in mastering a task in one concentrated learning period or many short 
Sessions separated by rest periods.?° While results vary with the individ- 
ual, evidence is conclusive that distributed learning results in a shorter 
time for mastery and greater retention. For the most efficient learning the 
length of the learning session and of the rest interval depend not only on 
the learner, but also on the material to be learned. 

Closely related to distributed learning is whole or part learning. Should 
а task be learned as a whole or broken down into various elements? Re- 
Sults of these experiments have not always been conclusive, since individ- 
ual differences come into greater play. A task that might seem simple to 
9ne person will appear complex to another, depending upon his previous 
experience. Obviously, readiness factors in children and the type of sub- 
Ject matter will affect the ability to comprehend a whole task. Many areas 
of learning lend themselves well to permitting an over-all presentation in 


20 W, К. Estes, "Learning," Annual Rev. of Psychology, 7 (1956), 1-38. 
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which the whole will lend meaning to the parts. A story is better under- 
stood when the plot can be grasped; many constructs in social science 
clarify certain incidents and periods of history. The whole and then part 
approach add the feature of meaningfulness. 


Retention 


Retention refers to the amount of learning present after an interval of 
time. Although this is difficult to measure accurately, recall and recogni- 
tion are the methods used in the school situation. Much experimentation 
in this area has provided the basis for broad generalizations, although no 
clear-cut conclusions have been reached.? Usually, meaningful material 
is retained longer than material without meaning. Overlearning, practice 
beyond the point of immediate complete recall, will lengthen the period 
of retention and increase the amount retained. Subsequent learning of 
similar material will decrease the retention of the original material. An in- 
dividual’s emotional problems can also interfere with retention. 


Knowledge of Results 


The importance of the child’s being reinforced through immediate 
knowledge of results in a learning situation is receiving increasing recogni- 
tion, This has been one of the aims of programed instruction. It can also 
be done in any personal teacher-pupil contact. The teacher is merely re- 
quired to give the results of a learning situation to the child as quickly as 
possible. Teachers might well work at devising methods to give immediate 
reinforcement to correct responses. 

One of the techniques devised toward this end in a testing situation is 
the Rapid Rater punchboard from Syosset, Long Island, New York. The 
punchboard can be used with multiple-choice and true-false items. A peg 
is used to punch the answers on a sheet inserted in the board. The board 
is devised so that when the correct: answer is selected the punch will go 
all the way through the paper while it does not penetrate for the incorrect 
response. Thus, one can tell immediately, through the sense of touch, 
when the correct response has been made. 

Morrill, in a comprehensive review of the work on teaching machines, 
indicates that learning is significantly enhanced by the type of immediate 
results available from the punchboard.?? However, research has indicated 
immediate knowledge of results plus explanation of incorrect responses 
produces superior results than if the explanation is not given. 


21 E, Hilgard, Theories of Learning, 2nd ed. (New York: Appleton-Century-Crofts, 
1956). 

22 C, Morrill, “Teaching Machines: A Review,” Psychological Bulletin, No. 58 (1961), 
363-75. 
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Another reinforcement device has been used in children's games. Se- 

lection of the correct answer to a question by either moving a lever or 

pressing a button will close an electric circuit and cause a bulb to light or 

a bell to ring. Regardless of the method selected, "psychological feed- 

| back" is vital to the learning process. 
Por we e ce uw e V Ж ААН 
14 Develop a list of ways in which the teacher, without programed learn- 
ing, can provide for immediate knowledge of results. 


et E И И 


The Effect of Pressure Teaching 


A vital problem to be investigated is the effects of pressure teaching. 
We seem to see more and more evidence of attempts to force the learning 
situation, Many people actually function with children in the belief that 
better learning will result when a certain amount of “pressure” is applied. 

There seems to be some evidence that learning curves will temporarily 
respond to “pressure.” An interesting attempt to test the effects of pressure 
teaching was a study of fifth-grade spelling. The available data provided 


10 


A-B: Regular Instruction 
B-C: Special Instruction 
C-D: Regular Instruction 
D-E: Regular Instruction 
X-Y: Norm Line 


Grade Achievement 
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FIG. 5:2 The Effect of Overlearning in Spelling 
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From C. Millard, Child Growth and Development. Boston: D. C. Heath and Co. 
1958, p. 270. 
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group learning curves covering grades one, two, three, and four, and data 
were collected in the years following the experiment. This experiment 
lasted for about four months during the winter. In this period of time con- 
tests, games, and rewards were utilized, and the children's scores con- 
tinued to rise until they reached the ninth-grade level. No child was 
punished, and each child was assured that he contributed his share if his 
score was better than his preceding score. Improvement was the basis 
upon which the teacher gave rewards. After the time allotted for the ex- 
periment had passed, these children were placed in their regular spelling 
periods. Fifth-grade work was resumed, and the spelling program went on 
as it had before the experiment. The nature of the curve following this 
experiment is highly significant. Within two months’ time much of the 
success gained from the forced learning had been lost, and in the year 
following, the pattern of emerging growth was almost exactly an extension 
of the pattern established before the experiment. 

This, of course, relates closely to the previous principle of resistance to 
displacement. The child’s growth pattern seems to be highly resistant to 
extra pressure and rewards. 

Remedial reading can be another form of pressure teaching. Frequently 
the child is not reading at grade level because he has not reached the 
stage of maturity required for the tasks that are being presented to him. 
At other times, a personal-social-emotional problem may interfere with 
learning. Often, too, in spite of glowing reports from the remedial reading 
teacher, the child does no better in the classroom because his goal is not 
improvement in reading, but rather, the special attention which he has 
received from the remedial teacher. 

The teacher should have available developmental information adequate 
to assess the child’s readiness and should also observe the child closely for 
cues to interest and attention span. There should be abundant material 
available for self-selection when the proper stage of readiness has been 


reached, so that the teacher serves more as catalyst and guide than task- 
master. 


Emotions in the Learning Process 


We frequently tend to think of emotion as a disorganizing factor. A 
mind cannot function well when anxieties prey heavily upon it, and emo- 
tions can serve as types of roadblocks to the learning process. However, it 
is important to recognize also that mild emotions serve as a tonic to the 
body. They pep up the individual’s feelings, whether they are pleasant or 
unpleasant. The obvious implication is that teachers must live and deal 
with emotions because emotions can serve to energize the instructional 
process, There should be enjoyment in the classroom. So, acknowledge the 
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disadvantages of disorganizing emotions, but do not overlook the factor of 
emotions as a stimulant within the learning process. " 

We believe that emotions are more than the result of stimuli; they de- 
rive from meanings that come through the process of perception. The in- 
dividual sees by successive approximations what the people he loves 
believe, and he internalizes the value systems of these people. Thus, emo- 
tions can serve in many ways to facilitate the way in which the child feels 
about the meaning of the classroom situation for himself. When education 
becomes in this sense an "emotional process" it will function at a signifi- 


cantly higher level. 


Providing Optimum Conditions for Learning 


When a curriculum is rich and well-selected with the children's inter- 
ests and needs in mind, motivation for learning can be comparatively easy. 
Experiences which interest and challenge boys and girls should form the 
heart of the school program. Opportunities must be provided for first- 
hand experiences through which knowledge may be related to action. 
Living and learning at school should relate to all of life. School experi- 
ences should be consistent with the physical, emotional, intellectual, and 
social needs of the child. The aim of the school program must be to give 
each child the opportunity to grow and develop toward his optimum. He 
must feel that he belongs and can achieve. Individual differences must be 
recognized and provided for. The criterion of achievement should be 
growth in desirable behavior characteristics. Opportunity must be pro- 
vided for evaluation by both the teacher and the pupil. 

The child must see meaning in what he is doing and must have a clear 
understanding of what is expected of him. Ideas should be presented in as 
vivid a manner as possible. The use of visual aids is important. There 
should be frequent and strategic review of material, and overlearning 
should be encouraged, but not to the point of boredom. Competition with 
others should be minimized. The child should be encouraged to compete 


with himself. ( É 
A learning environment, then, consists of the inextricable weaving to- 
Sether of the teacher, the children, and the materials. Learning results 
tom the creative act of an effective teacher, and is reflected in the atti- 
tude of the children. A good school atmosphere is free of pressure and 
Strain and radiates involvement, excitement, and purposeful activity. An 
elective learning environment would lead the individual to search con- 
Stantly for broader horizons and new understandings, to be curious, and 
9 ask questions in eager expectation. A checklist of what constitutes a 
Sood atmosphere for learning follows: 


sih Р ай. indivi itua- 
tig den are given opportunities in both individual and group situa 
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2. The child is expected to do that which is in harmony with his ability 
and growth. 

3. Each child has freedom within the limits of a learaing situation. 

4. The learning experience has importance for the learner. 

5. Opportunity is provided for activities varied in type and content, wide 
in range and challenging in nature. 

6. Opportunities are provided for children to recognize that there is 
more than one way of doing things. 

Т. There is constructive interaction between teacher and children. 

8. The child may practice the behaviors indicated by the objectives of 
the learning experience. 

9. Opportunities are provided for children to appraise their achieve- 
ments. 

10. Provision is made for an atmosphere that fosters self-respect, self- 
reliance, respect for others, and a cooperative attitude. 

11. Children are given equal opportunities with adults to plan and carry 
out many ideas and activities.”?3 


IMPLICATIONS 


1. The developmental approach to education strongly stresses the im- 
portance of developing a harmony between the instruction presented and 
the growth pattern of the child. 

2. Teaching should not attempt to follow an average growth. All con- 
cepts based upon the average child or a particular grade level are perhaps 
more of a hindrance than an aid to the teaching process. 

3. Growth research indicates that it is difficult to relate deviations from 
academic growth patterns with specific teaching methods. We must spend 
more time in attempting to recognize clearly the developmental pattern 
of the child. 

4. Maturation must precede learning. The developmental sequence of 
the learner and the material should be synchronized. 

9. An important role of the teacher is as a guide, helping children to 
explore, experience, and draw conclusions, enriching the total educational 
milieu. 

6. When ideas are organized by the pupil, they are learned more per- 
Мй than ideas presented by the teacher and memorized by the 
child. 

7. School work should be varied so that each child in a given grade or 
"attendance center" has a chance to succeed at his developmental level. 


28 Reprinted by permission of Association for Childhood Education International, 


Washington, D. C., from Helping Children Live and Learn, Bulletin No. 89 (1952), 12- 
14 (out of print). 
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If, instead of thinking of specific grade levels, we come to see grades as 
attendance centers, where teachers are geared to work with learning prob- 
lems of varied individuals, the learning process may be enhanced. 

8. The learning atmosphere is obviously crucial. There should be a con- 
stant working toward development of a democratic, accepting climate for 
learning. This would embrace teacher-pupil planning and group work in- 
volving interaction. 

9. Fundamental to any real learning is the utilization of self-evaluation 


techniques which remove external pressures and threats. 
s for knowing the individual learner become increasingly 


10. Technique 
important. We must work through his interests, knowing his level of readi- 
ness and developing ways to individualize instruction. 

ll. Learning by experience suggests that the teacher work continually 
to facilitate creative group and individual projects. 

12, Ego involvement, an attempt to involve the whole personality in 


dealing with personally meaningful material, should always be attempted. 
The teacher should be concerned with improving not only the quantity 
but also the quality of learning. This implies that we provide opportuni- 
ties for choice. 

13. Since learning is usually based on the development of a relation- 
ship, learning difficulties will always involve an understanding of the 
relationship between the parents and the child, and the teacher and the 
child. Some of the resistance to learning may be resistance to a significant 
adult in the atmosphere. 

14. The developmental approach to learning places an important focus 
on individual differences. In any significant educational decisions, it recog- 
nizes a variable learner who is developing at a unique rate. 

15. Since learning is based on the child's personal and purposeful per- 
ception of events, it is important to have access to information about the 
pupil which identifies his specific needs, values, and goals. Plans for the 
learning experience must go beyond a mere cataloging of cognitive traits 


апа include purposes and feelings. e ee 
16. The adults’ role in motivation should utilize not only extrinsic mo- 
tives but the natural inquisitiveness and curiosity of the child. 
17. The teacher should be concerned with the specific reinforcing con- 


tingencies which are important in the learning process. 
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SOCIAL 
DEVELOPMENT 


A look at children in their first month of kindergarten offers an 
interesting study in social development. Susie is always one of 
the first to arrive. She has many questions for the teacher and 
participates wholeheartedly in the activities of the class, Susie’s 
mother reports that their relationship has always been spon- 
taneous and that Susie has had an interest in school since last 
spring, when she realized she was going to be old enough to 
attend. Susie was able to dress herself completely by age four, 
and is of considerable help at home with routine homemaking 
chores, 

In a corner of the room is Billy, who appears unhappy and 
unwilling to join in activities with the other children. The 
teacher says that it has been most difficult to get Billy to come 
to kindergarten and that this is the first week his mother has 
not had to bring him to the door. Billy’s mother indicates that 
she has been very involved with Billy since infancy. He does 
not dress himself alone, although he can when he wants to. 
Billy has few friends in the neighborhood to play with, and 
seems to have spent most of his early childhood in relationships 
with adults. 

This brief description of two children in the kindergarten 
gives some idea of early social attitudes and values. The way a 
child relates socially is learned first in the family, with his par- 
ents and siblings, and eventually with his peers and other sig- 
nificant adults. If he is denied early experiences which permit 
him to engage in the give and take of social relationships, his 
development is hindered by the time he enters the school 
setting. 

Each child develops within a specific social setting. The na- 
ture of the specific life space has an influence upon his learn- 
ing experiences and how he feels about them. Each culture, 
and to an extent, each group to which the individual belongs, 
furnish a set of expectations and relationships which influence 
the eventual development of social skills, behaviors, and atti- 
tudes. Ё 

Social contact is necessary for normal development. The 
child develops through the stimulation which he receives from 


other people. Human behavior is learned in the daily interactions with 
parents, siblings, and eventually significant others. The child, unlike an 
animal, cannot fall back upon instincts to survive but, instead, is depend- 
ent upon the significant adults in his life. When children are isolated and 
raised with a minimum of human contact for a period of up to six years, 
they will show few, if any, human capabilities or responses. Davis presents 
the interesting case of Anna, who, when she was discovered, did not walk, 
talk, or in any way show human capabilities. ` 


NATURE OF THE SOCIALIZATION PROCESS 


Socialization is the process by which the child learns to interact with 
the expectations and obligations of various groups. Essentially, it is learn- 
ing and living the culture of the group to which one belongs. Man is a 
social being. His interactions with people are what make him distinctly 
human; therefore, analogies cannot be easily drawn from animal research. 
The basic needs of all children are the same. The differences between 
societies can be observed in the way in which children are taught to man- 
age their needs. Children are expected to learn behaviors consistent with 


the standards of a particular society. 


1. Speculate on the various factors and purposes which may be operating 
in producing the behavior of Susie and Billy as they have been de- 
scribed. Specifically, how can the teacher aid Billy's development? 
What are some specific cultures and subcultures on the United States 
scene? How can the teacher become alert to these subculture differ- 
ences in her group? How do you propose to help children understand 


these subculture differences? 
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ant tasks that each human being must face is 
ld must learn ways of developing effec- 
ty of individuals within his environ- 


to 


One of the most signific 
that of adjusting to others. The chi 
tive social relationships with a varie 
ment. 


The biological maturation of the child undergirds his social develop- 


ment. Maturation is basic to the development of certain motor skills and 
some nerves and muscles used in language. These skills, both motor and 
language, are basic to a number of relationships. The child must also de- 
velop some capacity to differentiate, to empathize, and to understand, 
before he can function effectively in the social world. 


1 Kingsley Davis, Human Society (New York: The Macmillan Company, 1949). 
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Piaget has illustrated, in a most interesting manner, a way in which 
the child's early language development is “egocentric,” i.e., does not take 
into consideration the opinions of others? Eventually, as the child ma- 


_ tures, he is able to understand the views of others and adjust his speech. 


In Piaget's terms, his speech becomes “socialized.” 
Stendler describes the way in which the child meets his dependency 
needs.* Viewing the parent as the socializing agent, she stipulates aspects 


that have a reward value for Ње child—physical contact or closeness of 


the parent. The parent also becomes rewarding to the child by paying at- 
tention and expressing approval. This socialization process is coricluded in 
what Stendler refers to as the “helping aspect,” the point at which the par- 
ent no longer does everything for the child, but helps the child complete a 
task with which he is having difficulty. 

Dependence and independence are interrelated. Originally the child 
learns to depend upon his mother for acceptance and approval. When he 
performs, independently, a specific act that wins her approval he is using 
his dependence to take a first step toward independence. The approval 
upon which he is dependent frees him to repeat the independent behavior. 

Both independence and dependence must be culturally trained, but the 
period of encouraging dependence is limited. Movement toward inde- 
pendence must begin before the child becomes overdependent. Resistance 
and what has been termed "negativism" appear in the transition period. 
Some believe that negativism may arise because the child's understanding 
of independent behavior does not accord with the parents’, The child may 
want to make independent decisions which the parent is not ready to per- 
mit; the parent may attempt to have the child give up dependence in 
areas where the child is not ready. j 

Two critical periods in the formation of overdependency are suggested 
by Stendler. The first period is when the child begins to test the parents 
and makes a variety of attempts to control the mother. In the process, he 
is building a set of expectations in regard to how needs are met; he is 
learning dependency; he is learning that he can count on other people. It 
appears to be important, then, that the infant have his dependency needs 
met during this period. The next critical period in the formation of over- 
dependency comes at the age of two to three. It is at this time that the 
child must simultaneously give up his control of the mother, accept his 
dependence upon her, and learn to be independent in culturally approved 
ways. 


2J, Piaget, The Language and Thought of the Child (New York: Harcourt, Brace & 
World, Inc., 1926). 

3 Celia Stendler, “Critical Periods in Socialization and Overdependency,” Child De- 
velopment, XXIII (1952), 3-12. 
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3. What are some specific areas in which the child and mother must deal 
with dependency problems? Describe some effective methods of dealing 
with problems in feeding or dressing? 
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Obviously, during both of these periods, a considerable amount of anx- 
iety is produced in all children, because the periods involve interference 
with goal responses. If the disturbances which occur during these periods 
arouse excessive anxiety, they may so strengthen the dependency that 4 
overdependency results. Overdependent children tend to have low levels 


of aspiration and a low capacity to tolerate frustration. * 


Dependency behaviors are directed toward satisfactions derived from 
contact with or nurture by other people. Actions are considered depend- 
ent when they are directed toward obtaining social rewards. 

The only longitudinal study of dependence is by Kagan and Moss.’ 
Ratings of passivity and dependence, based upon observations when the 
children were between the ages of six and ten, were compared with rat- 
ings of dependence based on interviews conducted when the subjects 
were between the ages of twenty and thirty. This study indicates that 
females, who were dependent as children tended to be dependent as 
young adults. This continuity was not established for males. Kagan and 
Moss suggest that the difference between the sexes may be a reflection of 
a cultural “double standard.” While dependency in females is generally 
acceptable in the United States, dependency in boys is increasingly pun- 
ished following the preschool period. 

The studies of Goldfarb, Spitz, and Bowlby? indicate that children 
who were institutionalized in infancy and who did not experience consist- 
ent “mothering,” became apathetic and socially unresponsive. The studies 
tend to imply that dependency fails to develop unless the child experi- 
ences consistent gratification from some person. 

The relation of adult dependency to children’s popularity with peers 
was examined by Marshall and McCandless,’ who found consistently 
negative correlations between their measure of popularity and their meas- 
ures of dependence. In this group high dependency was associated with 


4J. Kagan and H. Moss, "The Stability of 

Childhood through Adulthood,” Child Development, XXXI (1960), 577-91. ж 
5 W. Goldfarb, “Psychological Deprivation in Infancy and Subsequent Adjustment, 
American Journal of Orthopsychiatry, XV (1945), 241-55. d " 

9 R. Spitz, *Hospitalism: An Inquiry into the Genesis of Psychiatric Conditions in 


Early Childhood," Psychoanalytic Study of the Child, I (New York: International 


University Press, 1945), 53-74. 
‘bites “Se / 1 Processes Set in Train by Early Mother-Child Separa- 


1J, Bowlby, “Some Pathologica 
tion," Journal of Mental Science XCIX (1953), 265-72. 
8 H. Marshall and B. McCandless, *Relationships between Dependence on Adults 


and Social Acceptance by Peers," Child Development, XXVIII (1957), 413-19. 
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low popularity with peers. This suggests that emotional dependence may 
interfere with some of the child's adjustments to his schoolmates. 

Investigators have also been interested in the development of aggres- 
sion in the child. There seems to be considerable evidence that societies 
which provide approved aggressive models are likely to produce aggres- 
sive children. Anthropologists who have studied the transmission of be- 
havior problems in cultures different from our own tend to find that where 
an aggressive model or aggressive behavior patterns are lacking, a lesser 
amount of aggression develops in the child. Observations both in our so- 
ciety and in anthropological and sociological studies indicate that influ- 
ential adults often provide a model for an aggressive role and encourage 
aggressive behavior when it occurs. 

Several studies have indicated that the parents of aggressive preadoles- 
cents and adolescents use physical punishment more frequently and rea- 
soning less frequently than the parents of nonaggressive children? — 

Sex differences in aggressive behavior have been observed by a variety 
of investigators. These differences are generally attributed to the forces of 
modeling and social reinforcement. Anger outbursts by both sexes in early 
childhood increase to the age of about eighteen months; from then on the 
frequency declines for both sexes. During the third year of life sex differ- 
ences become quite marked, with boys consistently showing more anger 


outbursts than girls.1° — 
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4. How would you explain the increase in anger outbursts in boys during 
the third year of life? How might this pattern of behavior be modified? 
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The more severe the punishment that is received for aggression in in- 
fancy and in childhood, the more we tend to find direct or indirect expres- 
sions of aggression and a considerable increase in anxiety about aggressive 
acts later on. It has also been demonstrated that the more inconsistency 
the child experiences the more marked are his aggressive tendencies. Chil- 
dren who are raised in a less authoritarian atmosphere in which there is 
consistency and acceptance tend to be more open to others. They are 
friendlier and able to respond in their relationships with peers. — . 

Glueck and Glueck found that the less use of physical punishment in 
childhood and the more reasoning, resulted in a child or adolescent who 
was less likely to engage in delinquent behavior." 


9 A. Bandura and R. Walters, Adolescent Aggression (New York: Ronald Press, 1959); 
and A. Bandura, The Social Learning of Deviant Behavior: A Behavioristic Approach 
to Socialization (New York: Holt, Rinehart & Winston, Inc., 1963). 

10 F, Goodenough, “Anger in Young Children." Institute Child Welfare Monograph, 
Series No. 9, Minneapolis: University of Minnesota Press, 1931. · 

11 5. Glueck and Е. Glueck. Unraveling Juvenile Delinquency (Cambridge: Harvard 
University Press, 1950). 
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STAGES IN THE SOCIALIZATION PROCESS 


A number of the schools of psychological thought have formulated 
stages in the process of socialization. Psychoanalysts have described a sys- 
tem in which the child is striving to reduce biologically based drives and 
adjust to the world about him to achieve pleasure and avoid pain. In their 
model, the child's interest is focused on himself, and he is well-adjusted to 
the extent that he finds release from his internal tensions without causing 


conflict with others in the environment. 


Erikson's Stages in the Development of Socialization 


Erikson has developed a concept of eight stages through which man 
progresses in his development.!? His premise is that the individual is well- 
adjusted to the extent that he possesses the positive rather than the nega- 
tive characteristics of each stage. 

The first stage is one of trust as contrasted with mistrust. If the child is 
well-nurtured he develops trust and security. If the infant can endure the 
mother's absence without becoming anxious because he cán depend upon 
his mother's satisfying his needs, he has passed through this stage success- 
fully. If the child is inadequately handled, he becomes insecure and mis- 
trustful. 

The second stage, autonomy versus shame and doubt, is reached during 
the Freudian's anal stage. The child is being toilet trained. If he is well 
managed, he comes out of this stage certain, rather than ashamed. This is 
the period in which the child learns to assert his will. 

The next stage, initiative versus guilt, is when the healthy child learns 
to broaden his skills, to cooperate, and to lead as well as follow. If he is 
fearful, he will continue to be dependent on adults and be restricted in the 
development of social skills and imagination. 

Entrance into school coincides with the stage labeled industry versus 
inferiority. It is at this time that the child learns to win recognition by be- 
ing productive, Work becomes pleasurable, and he learns to persevere. If 
the child does not feel competent in his skills or satisfied with his status 
among his peers in work skills, then he may develop a sense of inadequacy 
and inferiority. 

The stage of identity versus role diffusion is reached at the time of 
puberty when childhood is left behind and the transition to adulthood 
begins. The individual has to find a place for himself, an identity, a self 
concept, that corresponds with others’ ideas of him. He is seeking answers 
to the question “Who am I?” Role diffusion implies an uncertainty of one’s 


12 E, Erikson, Childhood and Society, 2nd ed. (New York: W. W. Norton & Com- 
pany, Inc., 1963). 4 
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. place in his world, with an accompanying uncertainty of appropriate be- 
havior. 

When the individual has ascertained his identity, he is ready for the 
sixth stage, intimacy versus isolation. He is now capable of experiencing 
the intimacy of an enduring friendship or marriage. He is sure of his own 
identity so that he can completely abandon himself in situations that call 
for it, without being afraid of losing that identity. Fear of self-abandon- 
ment results in a feeling of isolation. 

The seventh stage in which a conflict occurs is an outgrowth of the 
sixth. It is generativity versus stagnation, in which generativity has been 
defined as parental responsibility, the interest in producing as well as 
guiding the next generation. The individual is able to work productively 
and creatively. When this interest is lacking, the individual stagnates and 
may regress. 

The last stage of development which Erikson calls ego integrity versus 
despair is the culmination of successful completion of the preceding seven 
stages. Integrity, as he uses the word, means facing reality, recognizing it, 
and accepting it. The mature individual has developed a self concept he 
can accept, and: he is pleased with his role in life and what he produces. 


A Social Interpersonal Theory of Development 


Sullivan developed a description of the stages of development which 
did not relate directly to Freud's emergent biological needs. Sullivan's 


© system was based on the interpersonal relationships which the individual 


experiences as he pursues security. These stages were infancy, childhood, 
juvenile era, preadolescence, early adolescence, and late adolescence. 
Infancy. The infant organism enters the world helpless and unable to 
deal with its needs directly. In this stage the infant reacts to the significant 
adults about him with what Sullivan called empathy—a direct reflection 
of the mood of the parent.!? For example, if the parent is anxious, the in- 
fant also is uncomfortable. The anxious mother, then, is very likely to have 
an anxious, crying infant, even though needs are cared for and she is in- 
dulgent. The child's states of equilibrium win approval from the parents. 
Because the infant is unable to make fine discriminations as to what he 
specifically does to bring about parental responses, he cannot evaluate the 
approval and disapproval he receives. He seems to be continuously be- 
tween equilibrium or distress, which, for the child, results in the concept 


of "good" or "bad" mother. According to Sullivan, this emerges in a self 


system known as either the "good me" or the "bad me." 


13 H. S. Sullivan, The Interpersonal Theory of Psychiatry (New York: W. W. Norton 
& Company, Inc., 1953). 


SOCIAL DEVELOPMENT 


As the infant becomes capable of differentiating between others and his 
own bodily limitations, he also develops the need for security. At this time 
the child first experiences "anxiety" as a consequence of his relationship 
with significant adults. Anxiety is an interpersonal phenomenon which de- 
velops as the infant learns that his comfort is based primarily on the ac- 
tions of the mother. The child's opinion of self comes out of this early 
"empathic" relationship with *mothering" individuals. 

Childhood. As the child develops motor and language skills which en- 
able him to go about and interact more freely, he becomes the target for 
education and training. In this period the child learns the dimensions of 
his culture. As he matures, language becomes a means of communication. 
He also learns ways of manipulating people to help him achieve security. 
The child now becomes able to determine certain impulses which provoke 
anxiety and those which can be discharged without anxiety. 

Juvenile Era. The juvenile stage is usually closely associated with entry 
into school. The child is beginning to see himself as distinct from other 
entities, to identify the self. He is surrounded by peers, and is now first 
coming into contact with significant adults other than his parents. In this 
period the child begins to look at himself objectively and to develop an 
internal critic who tests his impulses. This internal critic, which might be 
compared to the superego, is really a reflection of the appraisals of signifi- 
cant adults. Attitudes of competition, rivalry, and eventually more or less 
realistic compromise begin to appear. The child is engaged in defining his 
Own status and his own self in relationship to the broader culture with 
Which he is daily interacting. 

Preadolescence. If the individual is to mature psychologically in pre- 
adolescence he must move from egocentric achievements and take his first 
Steps toward believing that satisfactions experienced by others are as sig- 
nificant to him as his own. At this stage he is capable of a more mature 
love that goes beyond the pursuit of his own security. In preadolescence 
concern for others is usually expressed toward a friend of the same sex, 
Whose pattern of behavior may be similar to his own. The child's consen- 
Sual validation is developed as he becomes free to express his thoughts 
and feelings to this friend. This more expansive concern is similar to the 
development of social interest in the Adlerian theory. The child is familiar 
With the tasks and responsibilities of home and school; as he comes to ac- 
cept them, he is moving toward the basic attitudes necessary for mature 
Psychological development. 

Adolescence. There is a shift in interest from a person of the same sex to 
9ne of the opposite sex. This is the time when the child must come to 
terms with the sex drive. Due to the attitudes toward sex in our culture, 
the adolescent is frequently faced with new problems in integrating his 
Personality. 
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5. What is the relationship between Erikson's and Sullivan's descriptions 
of the stages of development? Indicate which of these models is more 
acceptable to you, and defend your choice. 
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CHARACTERISTICS OF SOCIAL MATURITY IN 
THE AMERICAN CULTURE 


It is difficult to determine definitely the goals and characteristics of 
American society because of the multitude of subcultures, which can be 
defined in various ways, such as geographical areas, ethnic backgrounds, 
and religious beliefs. Frequently, subcultures conflict, forcing the indi- 
vidual to choose the group with which he can most readily identify. Cer- 
tain characteristics, however, are considered typical of American society. 

One characteristic is success and security as measured by material 
possessions and job status. American societys emphasis upon material 
values closely allies success with financial rewards. Cooperativeness, the 
ability to get along with others, is highly valued in all facets of American 
life, regardless of age. Regardless of your feelings about another individ- 
ual, you are expected to learn how to get along with him and to work with 
him. A premium is placed upon sociability, a seeking out of friendship in 
contrast to drawing on one's own resources for amusement. 

Another characteristic of the American culture is independence. Many 
children are taught to be self-reliant and to make their own decisions. 
Children are taught to look out for their possessions and to stand up for 
their rights. 

All these traits are understandable to those of us raised in the American 
culture, but anthropological studies have proved that they are specific to 
our culture. , 

These concepts of American culture are transmitted to the child first by 
the mother, then the total family atmosphere, and eventually the siblings. 
The child's view of self develops in this original family unit. As the child 
expands his contacts with the world, his sources for learning the culture 
are eventually extended to significant others outside the family, then to the 
peer group, and finally to a large number of people of all ages. 

Socialization, then, is a leveling process. During the preschool years the 
child learns how to interact by observing, imitating, and relating with 
those about him. When he enters school, a whole new set of expectations, 
both from a new significant adult and his peers, is presented to him. 

The child's social needs must be considered in understanding his total 
development. Because of the social nature of the human being, it is impor- 
tant to see him in terms of his interpersonal relationships. The child needs 
both to give and receive affection. He must be able to count on others. 
He must also be able to contribute to a group and have the opportunity to 


SOCIAL DEVELOPMENT 


do things for others. To be part of a group and participate in planning for 
it represent other important social needs. 
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6. What are some practical ways to afford the child opportunities to show 
affection in the school setting? How do these social needs change the 


direction of the teacher's expectancies? 


SOCIAL AND CULTURAL BACKGROUNDS 


Each social class appears to have distinct values, characteristic patterns 
of behavioral expectations, and differences in child-rearing methods. 

It is interesting to note, however, that regardless of the child's social 
class, the community's major socializing institutions, the school, the church, 
and the social agencies, all reflect middle-class outlooks and aspirations. 
Children of every social class attend functions of these agencies and are 
frequently expected to conform to standards considerably different from 
the expectations of their cultural group. This situation can create conflict, 
confusion, and hostility. Traditionally, we have believed that working- 
class parents are more concerned with the immediate consequences ofa 
child's actions. They tend to be concerned about the misbehavior and its 
correction. For the working-class, stress is placed on the development of 
qualities that will assure respectability, obedience, and cleanliness. Middle- 
class parents place a greater premium on internalized standards of con- 
duct. They are concerned about honesty and self-control. It is important 
for the middle-class boy to be curious, and for the middle-class girl to be 
considerate. The middle-class parent more frequently responds to mis- 
behavior by attempting to take into account the child's motives and feel- 
ings. The classes obviously differ in what is punished and what is ignored. 

Some of the differences between the classes have become less marked 
according to later studies. Kohn found that in dealing with children, age 
ten or eleven, both working- and middle-class parents seldom used physi- 
cal punishment, reserving it primarily for extreme situations.'* However, 
there seem to be definite differences between the classes. Bayley has 
demonstrated greater permissiveness among middle-class parents toward 
the infant and young child, particularly in respect to needs and impulses.!5 
As the child matures, however, the working-class generally permits greater 
freedom from parental control and supervision. Differences between the 


t 
14 Melvin Kohn, “Social Class and Parental Values," American Journal of Sociology, 


LXIV, January 1959, 337-51. - Я 
15 №. Bayley and Е. Schaeffer, "Relationships between Socioeconomic Variables and 


Behavior of Mothers toward Young Children," Journal of Genetic Psychology, XCVI, 
March 1960, 61-77. 
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classes seem to lie in the method of child training and not in the amount 
of concern. There seems to be little definitive evidence to justify a stand 
on the enduring effects of social class on personality and social develop- 
ment. One large-scale correlational study of socioeconomic level and per- 
sonality favored the middle-class child in *adjustment."'9 

Evidence has accumulated of considerable discrepancy between the 
values and expectations of middle-class teachers in the urban schools and 
the values of lower-class students.!7 These studies have tended to point 
out that children from economically and socially deprived parts of the 
population are disadvantaged in school because they have not been moti- 
vated toward educational opportunities and are not acquainted with ma- 
terials presented to the child in the classroom. The children frequently 
lack a vocabulary to compete effectively with other children. On the other 
hand, the children of the middle class are better prepared to accept the 
values of the school and are more likely to find these values supported, 
accepted, and encouraged in the home. 
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7. Give some specific examples of ways in which children from certain 
social classes may be educationally disadvantaged. How would you 
specifically propose to deal with these students? 
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SOCIALIZATION FORCES 


Important social forces affecting the child’s development include the 
family, the family constellation, the peer group, and the significant others. 


The Family 


Every individual has a basic need for.security which is satisfied through 
belonging. He needs to know where and how he fits in. This belonging in 
one group or setting enables him to develop the skills by which he can en- 
ter new groups and find a place for himself there, too. 

The family is the first and most important socializing agency. Its emo- 
tional attachments are crucial in the development of all relationships in 
life. In this setting the child first begins to understand how human beings 
relate to each other. We must be aware that the child, as he first observes 
human relationships in the home, has no basis for comparison. He be- 


16 L, Burchinal, B. Gardner, and G. Hawkes, “Children’s Personality Adjustment and 
the Socio-economic Status in Their Families,” Journal of Genetic Psychology, XCII, 


June 1958, 149-59. 
17 үү. Warner, R. Havighurst, and M. Loeb, Who Shall Be Educated? (New York: 
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lieves, at least for a time, that all human beings relate to each other in this 
way. The family should be the place in which the child can feel unquali- 
fied acceptance. When members of the family are always after him to 
change or to improve, some of his feelings of security are affected. 

The family represents an ethnic background, a religion, and a social 
status. The child is even affected by the father's occupation, in that it 
tends to place him within a certain cultural context. Certainly the religion, 
ethnic group, and educational attitude all dictate certain rituals, habits, 
and attitudes. While the child may eventually be freed to choose which 
attitudes he will accept and adopt for himself, he is originally influenced 
by his early exposure at home. 

Others in the community also have expectations of the child based upon 
his background. He.soon realizes that in a sense the successes or failures of 
older members of the family influence his development and behavior. The 
neighbors remember Johnny’s older brother, and may be suspicious or 
especially accepting because of their previous experience. Frequently, 
when the child goes to school, the comment is made "One of the Smith 
children, what could you expect?" or "He's one of the Browns; naturally 
hell do well." 

The family is also influential through the decisions it makes for the 
child. He lives in a certain’ part of town; he goes with the family on vaca- 
tion; certain people are invited to the house; frequently even the choice 
of a television program is supervised by parents. In this manner, the 
family is the original interpreter of the community to the child and sets 
the standards for evaluating various institutions, neighbors, and programs. 

The child's experiences within the family eventually develop for him a 
sense of acceptance or rejection by the primary group. This rejection may 
have various effects on the child's personality. Symonds states that when 
either or both parents reject a child the child is likely to be aggressive, 
attention-getting, hostile, hyperactive, jealous, or rebellious. The child 
develops a variety of attention-getting mechanisms.!5 

Parents can also hinder the development of their children by giving the 
child more attention than is necessary for healthy development. This 
“smother” love prevents the child from assuming responsibility. Such par- 
ents sometimes choose the child’s friends or hinder him from making any 
social contacts outside of the family. Parents sometimes hinder the social 
development of the child in subtle ways. The mother may dominate the 
child by being the victim, the martyr, the weak or self-sacrificing indi- 
vidual, who keeps the child in service to her and does not permit him to 
step out into the world. The father may develop a faulty relationship with 
the child by demanding excessive obedience. 


18P, Symonds, A Psychology of Parent-Child Relationships (New York: Appleton- 
Century-Crofts, 1939). 
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Conflicts between the parents may give the child a feeling of insecurity. 
Differences in religious or ethnic backgrounds frequently introduce con- 
flicting customs which confuse the child early in life. He is not really able 
to choose, but at the same time he cannot sort out the consensual pattern. 

The size of the family also has an effect on socialization opportunities 
for each child. In the small family with a smaller number of contacts, each 
person's influence on the child's development becomes more significant. 

Studies conducted at Fels Institute by Baldwin, Kalhorn, and Breese 
studied the relationship between parent behavior and the behavior and 
personality of their children.!? Their research suggests that democratic 
living practiced in the home has a great effect on children's behavior in 
the school. Children from democratic homes were more active, more so- 
cially outgoing, and higher in intellectual curiosity, originality, and con- 

‚ Structiveness. They found that children of highly intelligent parents were 
less confident, were rated lower in large- and small-muscle skills, and dis- 
played a relatively greater amount of physical apprehensiveness. 

There is mounting evidence that discipline in the home affects the child's 
social development. Children from autocratic homes are more frequently 
rated as unpopular with classmates, more quarrelsome, more sensitive to 
praise and blame, and less considerate than children from democratic 
homes. Authoritarian and extreme parental controls are detrimental to the 
social development of the child. 

The family, through the parents, serves the child and society best when 
it provides an atmosphere of acceptance, when the child receives love, and 
encouragement. The parents provide the child with a set of standards and 
security. The child should have an opportunity to take on responsibilities 
and make choices at an early stage in life; He should also be permitted to 
experience the natural consequences of inappropriate choices, while the 
parent still provides support. The child should be permitted to profit from 
his mistakes. This indicates that there should be minimal interference from 
adults. If the child is less dependent upon adults and able to experience 


the consequences of his behavior, he is eventually better able to cope with 
the realities of living. 


ELTE REI T ee и — 
8. In observing a child, make some tentative hypotheses about the spe- 

cific family situation which may bring about his behavior. If possible, 

interview a parent of the child's or observe interaction between the 

child and parent. What do you feel can be done in a specific child train- 

ing situation you know about to prevent certain deterrents to social 

development? 
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The Family Constellation 


A significant factor in the social development of the child is the oppor- 
tunity for social interaction among siblings. A study of the family con- 
stellation reveals the characteristic relationship of each member of the 
siblingship to each other. Each family provides a unique set of circum- 
stances for the development of social attitudes, values, and convictions. 

Each family has a distinct configuration, and the role of each child is 
influenced by the atmosphere at home and the personality of each child. 
Being parents of a first child is a new experience for the adults, whose at- 
tention is focused on this single child. Their affection is directed to the 
one child, and relationships are established within the family. When the 
second child arrives, the group immediately shifts positions. The new 
baby usurps the position of the older child, and the older child feels de- 
throned. Each succeeding baby brings about new interactions and new 
interrelationships and provides the opportunity for new meanings and in- 
terpretations by each member of the constellation. 

If we look closely at the relationships among members of the family 
constellation, we are likely to find alliances and rivalries. Due to continual 
interaction within a family constellation, children present a constant threat 
to each other's positions. Therefore, we cannot make categoric statements 
to fit a set ordinal position. All first-born children are not by virtue of their 
position in a constant fight to stay ahead. The middle child is not always 
Squeezed between the other siblings. These relationships are always de- 
pendent upon the meanings and interpretations which the child brings to 
the situation. However, sibling relationships are the first the child has with 
the people who are not in authority over him. This, then, can become the 
first method of coping with people at the peer level. It is important to 
avoid developing unnecessary rivalry between siblings under the guise 
that it stimulates each to further effort. The possibility is just as great that 
it will bring on unnecessary discouragement. 

Each child within the family constellation makes decisions for coping 
with this situation. These decisions have an obvious influence on the behav- 
iorof each of the other children. A child who is aggressive in demanding his 
rights could stimulate aggression or withdrawal in the other siblings. Some 
children cope most effectively with their siblings by being the "good" 
child, by defeating them at every turn, by being "better," and by making 
certain that the parents note the difference. This form of cooperation with 
parental mandates, which is really based upon the premise of making the 
other siblings "look bad," is а faulty manner of developing social relation- 
Ships. Parents should learn to recognize this tactic early in the game and 
not reward it. = 

In observing the social relationships that various members of the con- 
stellation form, we note two general types of relationship, which might be 
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termed the allies and the competitors. Competition between children is 
frequently expressed in fundamental differences in interest and person- 
ality. If one child is extremely athletic or vitally interested in science and 
the other children feel they cannot compete, they may withdraw or devote 
themselves to the arts or mechanical skills. However, similarity among 
siblings is an expression of the general family atmosphere. If parents and 
children all value good grades in school, the scholastic activities of the 
children may be quite similar. 

. In addition to the mother's important role in the social development of 
the child the constellation obviously has a telling effect upon the develop- 
ment of social behavior. The family constellation is the first place in which 
the child is forced to interact with people who are at his approximate age 
level. In attempting to understand social behavior, you would do well to 
look at the early formation of attitudes in the constellation. 
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9. Tom is the oldest of three boys ages 15, 13, and 11, in a family that 
values good scholarship. He is a “В” student, excels in athletics, and is 
helpful around the house. Hypothesize about the other boys’ behavior 
and explain in terms of alliances and competition. How may competi- 
tion between the siblings bring on unnecessary discouragement? Illus- 
trate either theoretically or from a specific situation. 
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The Peer Group 


The child eventually moves from the family circle to relationships with 
his peers. In American society the peers seem to assume an increasingly 
important role in the formation of social behavior. Peer groups are really 
the distinct society of the child. This is the area in which the child is able 
to make the transition from his family role to the status of an adult. Super- 
vision occurs among equals. Belonging is a basic need, which once more 
asserts itself within the peer relationships. 

Peer groups are an important corrective agent. Peers serve to keep the 
child conforming to the social expectations of the group. They actually 
provide for the child a workshop in human relationships. It is here that he 
first comes into contact with children of varied religions, social classes, 
and ethnic backgrounds. This is the area in which he learns to accept, 
work with, and cooperate with people who hold different opinions and 
convictions. They also provide the child with a new form of security and 
belonging. The group will have similar interests and accept him on 
the basis of the role that he plays. Peers promote the transfer of loyal- 
ties from the family unit to the group, serving as a stepping stone in the. 

: development of loyalty to a wider group in society. Peers also have an 
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important effect on the child's self concept by giving him a feedback about 
the kitid of person he is and the kinds of behavior for which he will be 
accepted or rejected by his peers. 

The original peer group may be children in the immediate neighbor- 
hood, but eventually a larger variety of peer groups becomes available. 
Then the child may choose on the basis of his interests and social status 
needs. The educative influence of the peer group is important in that it 
provides the child with a unique set of give-and-take relationships. To 
belong, the child must live within the code of the specific peer group, keep 
its secrets, and be willing to meet its expectations. 

The child's readiness to interact effectively with peer groups has been 
conditioned to an extent by the experiences of the family within the family 
constellation, The child who has been valued and accepted by the family 
and who has learned how to interact with his siblings is better able to 
choose a peer group in which he can find his place without sacrificing his 
values. Each group provides the child with a unique role. Children, there- 
fore, will select a peer group on the basis of roles which they feel they can 
play effectively. 

While the effect of nursery school experience on academic development 
has not been thoroughly explored, progress in the social area seems to be 
clearly indicated. Schools report that children who have nursery school 
experience are, at least at the start, more socially active than children 
without this experience. However, children who do not have experience 
tend to catch up very rapidly in social development. Studies point to dif- 
ferences in social adjustment and social poise between children who attend 
nursery school and those who do not. Children who attend are usually 
more highly socialized and self-reliant, show more initiative, and are more 
spontaneous.”° 

Since peer relationships are a vital developmental task, it might be im- 
portant to look at the traits which seem to relate to high sociometric status 
within a peer group. Children who have high acceptance generally are 
outgoing, reflect emotional stability and dependability, and are physically 
attractive, usually athletically skilled, cooperative, socially adaptable, and 
friendly. 

Children generally rejected by their peer group tend to be demanding, 
arrogant, or apathetic, and have few outgoing interests. These children 
sometimes reflect a considerable amount of egocentricity and introversion, 
which interfere with their participation in the activities of the group. 
They are considered to be shy and withdrawn. This group also includes 
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20 A. Jersild and M. Fite, The Influ 
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the child who finds group experiences unrewarding because he feels so- 
cially incompetent and the child who is willing to accept his position out- 
side of the group in order to meet other needs which have a higher value 
to him. 


— a арыу 
10. What are some of the varied roles a child might play in peer groups? 
How would various groups meet different status needs? Give a spe- 
cific example of how a child might be willing to function outside the 
group because of other needs of greater value to him. y j 
= S SS 
The Significant Others 

Sullivan was the first to impress us with the important role of significant 
others in the development of the child. People with whom the child comes 
into contact and with whom he identifies become significant others for 
him. They vary in accordance with the range of the child's activities. It 
might be a parent, sibling, older child in the neighborhood, milkman, de- 
livery boy, policeman on the corner, teacher, neighbor, or leader of a 
child group. 

The child’s first examples for social learning through imitation occur in 
the family constellation. However, as his life space expands, he has a 
whole new series of models. If we observe young children at play, we can 
note the unique meanings which they attach to their experiences. Through 
the child’s contacts with individuals by whom he is approved and ac- 
cepted, he comes to identify and learn a variety of social roles. He may 
engage in random and exploratory activity at times, but much of his ac- 
tivity is centered upon gaining attention and approval. As the child ma- 
tures, he may tend to identify with and imitate those who seem to be 
approved, and who he feels approve of him. This is another method by 
which values and social attitudes are formulated. 

The significant socializing forces, then, are the family, family constella- 
tion, peer group, and all of the significant others. In these relationships, 
the child develops his ability to give or receive attention and affection. He 
learns the give and take of life. If the relationship between the expectan- 
cies of the family and the family constellation are similar to the expectan- 
cies of the peer group and the significant others, the child’s socialization 
takes place more rapidly. If there is considerable conflict in values and 
standards among these various agents, his social progress is less certain. 

Regardless of the attitudes that the child encounters whether of parents, 
siblings, Or peers, the important consideration is how the child perceives 
the attitude of others, rather than the attitude itself. The child functions 
on the basis of his beliefs and convictions, more than on some abstract 
concept the parent is trying to teach without conveying through example. 
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THE DEVELOPMENT OF SOCIAL BEHAVIOR 


Growing up entails a series of group memberships which begin in the 
family and continuously expand. А secure early home environment is 
helpful to the development of social skills. When values in the home are 
not taught consistently and the child discovers a disparity between what 
the parents teach and how they behave, the development of internal con- 
trols and conscience is established more slowly. It has actually been dem- 
onstrated that parents who are accepting during infancy tend to make it 
easier for the child to relate effectively with his peers. 


The Preschool Child 


From birth each child has individual characteristics and a unique rate 
of growth. Each child interprets social events about him in accordance 
with bis developing style of life and thus experiences his environment 
uniquely. Although the characteristics of age groups may be described, 
this is merely normative behavior. Developmental sequences may be an- 
ticipated, but the rate at which they are experienced varies among chil- 
dren. 

Maturation is basic to the socialization process. The child's development 
of motor skills must precede some social skills. A considerable amount of 
play is based upon the child’s mobility. Choice may be a factor in his pro- 
ceeding socially at a slower pace, but his over-all social development is 
limited by certain maturational factors. 

From Havighurst's developmental tasks of infancy and early childhood 
the following three tasks appear to have significance in social develop- 


ment:?! 


1. Forming simple concepts of social and physical reality. 

2, Learning to relate oneself emotionally to parents, siblings, and other 
people. 

3. Learning to distinguish right and wrong; developing a conscience. 

The new-born infant is aware only of his needs and makes them known 
by his increased activity level. As he grows physically, he grows in aware- 
ness of the environment around him. This physical growth is accompanied 
by increased social awareness and a developing capacity for social inter- 
action. 

The interaction of the mother with the child during these early weeks 


t affect the developing infants physical needs only; adequate 
ng the child's socíal and emotional needs as well. 


dy of twenty-five infant-mother pairs at a Child- 


does no 
mothering means satisfyi 
Joyce Robertson, in a stu 
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Therapy Clinic in London, observed the development of the babies in 
bodily tonus, muscular activity and achievements, quality and quantity of 
responsiveness to both the mother and the wider environment, communi- 
cation, and expression of feeling.*? Robertson found that the twenty babies 
who were adequately mothered were satisfactorily developed at the age 
of twelve months, while none of the five inadequately mothered babies 
was. This study is another indication of the signficance of developmental 
interrelationships physically, socially, and emotionally. The developing 
infant who is cared for physically but otherwise ignored may at first show 
signs of distress and later become apathetic and autistic. 

Gradually the developin g child takes more interest in the people around 
him. He enjoys watching other children. If his family has been responsive 
to him, he anticipates friendly relationships. He comes to enjoy social in- 
teraction. 

By two years of age the child usually plays well with older children. He 
is happy to watch others, but has not yet learned to play with children his 
own age. This is a period of parallel play. Children of this age like to be 
together, but each plays with his own toys. They may exchange toys, but 
they do not play together, 

The child moves from parallel play to playing with one other child and 
then to group play for short periods of time. He adjusts to children outside 
the family. Play is the fundamental arena in which children experiment 
with their social relations, In periods of neighborhood free play, the child 
acquires a new idea of his place in the world. He must adapt to group re- 
quirements or be excluded. 

Thus, the family is the first step in the socialization process for the 
young child. Within the confines of the family the child gets his first ex- 
perience in living with other people and making adjustments to them. The 
family selects what shall be passed on to the child; it also evaluates many 
of the experiences to which the child is exposed. However, the child’s pri- 
mary reaction pattern and his capacity for selective response are also influ- 
ential upon the course of his early social development. 

wa. — — M— — —-— 
11. How, specifically, can a child's motor skills affect his social develop- 

ment? Can advanced motor development occasionally serve as a de- 

terrent to social development? 
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Middle Childhood 


The importance of the peers increases in the period of middle child- 
hood. While deference is still paid adults, parental domination is resented 


22 J. Robertson, “Mothering as an Influence on Early Development,” Psychoanalytic 
Study of the Child (New York: International University Press, 1962). 
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when peers are present. By the time the child enters school, a number of 
the developmental tasks should be accomplished. The child's interests and 
activities broaden in number and complexity, and he learns to adjust to a 
number of formal and informal groups. 

School becomes a laboratory for expanded experiences in social living. 
In the school setting the child is for the first time intensively introduced to 
gaining recognition on his own merits outside the family circle. * 

When children enter kindergarten, many attitudes and beliefs have al- 
ready been formed, some of which may have to be unlearned. In the new 
setting, opportunities are present to help shape the child's social attitudes. 
The child can benefit greatly from being in a social group. The presence 
of all kinds of children may be quite upsetting at first, but it creates ex- 
actly the kind of situation in which he can come to understand social rela- 
tionships. It is here that mutual respect, rights, and obligations: can be 
taught most effectively. The child is helped to develop self-control and is 
encouraged and guided to make desirable emotional responses and to ex- 
press his feelings through manipulation, language, or rhythmic expression. 

The social developmental tasks of middle childhood are: 


1. Learning to get along with age-mates. 

2. Learning an appropriate sex role. 

3. Developing concepts necessary for everyday living. © 
4. Developing conscience, morality, and a scale of values. 

5. Developing attitudes toward social groups and institutions. 


When the child goes to school, he encounters a world vastly different 
from that to which he has been accustomed. He enters a new environment 
containing many more people than previously. Freedom has to be cur- 
tailed; contacts are multiplied, more adjustments to other persons are 
necessary. In addition to encountering more rivals, the child learns that 
competition may take one form in the schoolroom, another on the play- 
ground, and still another on the way to and from school. 

Throughout the elementary school years, the child’s behavior is increas- 
ingly affected by what other children think and do. Their habits, interests, 
likes, and dislikes become most influential. Beginning with the middle 
elementary school grades, many children develop what appears to be a 
behavior pattern quite dominated by the peers. Peer identification is 
wholesome for the child’s development and indicative of normal personal- 
social development. Although peer influence may be disturbing to adults 
at this period, it is a sign of social growth. 

Acceptance by the peer group is important to the child, as lowered so- 
cial status may cause him to feel inferior. Not being accepted by a group 
is the greatest hardship a human being can endure. Inferiority feelings 
may result in the inadequate development of a feeling of belonging to a 
group which is expressed through a voluntary desire to participate and 
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contribute. The child at this time is getting his first extensive exposure to 
subcultures other than his own. 

Ап important learning derived from the peer group is the discipline of 
the group. The discipline acquired at home or at school is frequently one 
of respect for authority. The same children who at home and at school 
will not take any part in establishing or enforcing rules often voluntarily 
develop in their peer groups a rigorous code of conduct and methods of 
enforcing them. 

Teachers often overlook the significance to children of peer acceptance 
and peer group pressure. These relationships can be disruptive and dis- 
turbing, or they may make positive contributions to good learning situa- 
tions. With increasing maturity the child becomes less egocentric and 
learns to subordinate his own desires so that group goals may be reached. 
The relationships a child has with his peers determine to a great extent 
how he views the world aound him and how he views himself. ` 


12. Mr. Carvon, seventh-grade teacher, is especially impressed with Rob- 
ert's work in science. He‘frequently calls the attention of the class to 
how well Robert does the work and suggests that other students might 
profit from his example. He notices that Robert is not accepted socially 
by the other boys and decides to intervene and point out Robert's fine 
qualities to the group. Evaluate the teacher's effect on Robert's total 
development. What suggestions would you have for Mr. Carvon? 


13, Give examples of inappropriate parental domination when peers are 
present. How can the parent deal effectively with the child’s relation- 
ship to the peer group? What are the ways in which peer influence 
can be beneficial to development? 


Preadolescence 


Preadolescence, as the name implies, is the period immediately preced- 
ing adolescence. For girls, typically, it comes between the eleventh and 
thirteenth year, for boys between the ages of twelve and fourteen. In the 
American school program it corresponds with the seventh, eighth, and 
ninth grades. 

The developmental tasks of the preadolescents are concerned with 
preparation for adult life. Among them are: 


1, Achieving new and more mature relations with age-mates of both 
sexes, 

2. Achieving a masculine or feminine social role. 

3. Accepting one’s physique and using the body effectively, 

4. Achieving emotional independence of parents and other adults. 
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5. Developing intellectual skills and concepts necessary for civic com- 
petence. 
6. Achieving socially responsible behavior. 


In the American culture, preadolescence is the period when children 
are expected to learn appropriate sex roles. Tomboy activities of girls are 
now less acceptable in the eyes of both child and adult society. Effeminate 
behavior patterns of boys are viewed with disapproval by both peers and 
adults. The sex differentiation results in an apparent antagonism between 
the sexes, and is characterized by the formation of age-sex groups. Both 
boys and girls tend to reject standards set by adults—standards which had 
been largely accepted by the children prior to this time. 

The preadolescent school group is the most heterogeneous of all the 
elementary groupings, so heterogeneous that it can hardly be considered 
а social group. The chronological age span may be from eleven to fourteen 
in grade seven, while the social-maturity age span may be even greater. 
Because of laws which keep many children in school until they reach their 
Sixteenth birthday, the span of intellectual ability in the seventh grade 
may he from fourth to twelfth grade. 

Preadolescents tend to choose friends and form groups on the basis of 
common interests, but with a distinct separation of boys and girls, even 
though their interests may be the same. They wonder about many things, 
but have not always reached the point of discussing their problems even 
with their peers. In his contacts with others of various backgrounds, the 
child is exposed to ideas that are different from his family’s. He discovers 
that parents are not all alike, and, noting differences in parental require- 
ments, he begins to question the policies of his own parents. 

The preadolescent is beginning to learn that he has different roles to 
play in different groups and must find his place in each of the groups of 
which he is a member. He now has increased opportunity to choose the 


groups to which he wishes to belong. 


14, How is failure in the devel 
the developmental tasks o! 
adolescent development 
its importance at this stage. 


Friendships 


The highcst level of social development lies in the child's ability to sat- 


isfy his social needs by selecting certain individuals for more intense social 
contacts. These individuals are usually children whose qualities furnish 
the basis for mutual satisfaction of interpersonal needs, In some instances, 
the child may be similar in personality make-up; in other instances the 
traits of the friend will serve to complement the traits of the child. 
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Most evidence indicates that friends have similar traits. The similarity is 
probably basic to adequate interaction. Friends tend to be from approxi- 
mately the same chronological age, socioeconomic status, grade in school, 
and IQ. During childhood a preference for children of the same age level 
is usually strong. It is interesting to note that friends usually have a similar 
level of skill in interpersonal relationships. 

Horrocks and Buker did an intensive study of friendship patterns and 
friendship fluctuations during childhood.?* Their study indicates that the 
capacity for lasting friendships gradually increases during childhood and 
adolescence. They did indicate that some children did not seem to learn 
how to maintain friendships as adequately as others. However, it was their 
opinion that the skills necessary for forming adequate friendships were 
teachable. Their data reveal a trend toward greater stability of friendship 
with increasing chronological age and corresponding higher grade place- 
ment in school. Data analysis of the average of friendship fluctuation 
indices for the various chronological age groups form a continuous down- 
ward trend in friendship fluctuation from the year five to year eighteen. 
This is evidence of the average increase in stability of friendships in chil- 
dren as they grow older. 

Girls are more socially active than boys throughout the entire elementary 
school period, and they tend to establish more intimate and confidential 
relationships with each other. The capacity of the child to form friend- 
ships and to maintain them on the basis of meeting others' needs as well 
as his own is a strong indication of the development of social maturity. 


The Need for Achievement 


A characteristic of the child which plays an important role in his social 
development is the relative amount of achievement motivation he evi- 
dences. For our purposes, achievement motivation is evidenced when а 
child has strong feelings about the process of evaluation and is concerned 
with approval and disapproval, whether it be of self or others. The child 
who is achievement-motivated produces behavior which receives the ap- 
proval of others. I 

Adler suggested the satisfaction of achievement needs is one of the sig- 
nificant goals of human behavior. Certainly feelings of inferiority and the 
striving for superiority point to the significance of achievement as basic to 
satisfactory and secure human experiences. The person who cannot 
achieve, or who does not feel accepted on the basis of his achievements, is 
not secure in his interpersonal relationships. ‘ 

Kurt Lewin also emphasized the importance of achievement motiva- 


28 ]. Horrocks and M. Buker, “A Study of the Friendship Fluctuation of Pre- 
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tion. He was one of the first to investigate the concepts of human 
achievement and level of aspiration. Lewin found that successful goal at- 
tainment often produced renewed and. increased goal striving. 

Research studies consistently indicate that achievement is more often 
stressed in the training of American boys than American girls.?* Achieve- 
ment motivation is also influenced by the child's social class. Some studies 
have indicated that while the father's occupation is not important and 
has little effect on school performance in the early grades, it seems to have 
a significant effect on achievement after the fourth-grade level. 

One of the most interesting longitudinal studies with implications for 
achievement was done by Sontag and his colleagues at the Fels Research 
Institute." This study showed that children with increasing IQ were 
more emotionally independent of their parents. For the children in this 
study, childhood achievement behaviors were sometimes, though not al- 
ways, predictive of adult achievement performances. Almost twice as 
many boys as girls in the Fels Group increased their IQ. 

Mounting evidence indicates that girls who are especially competent in 
reading and arithmetic achievement have mothers who are less affection- 
ate and less nurturant.27 One might hypothesize that the girls were really 
put on their own to meet certain needs. 

Crandall’s research indicates that the motivation for achievement in 
boys and girls is quite different.?® Girls appear to be more motivated by 
the approval and affection of others, boys by internal demands and a need 
for self-approval. | 

The Fels Institute has produced an interesting longitudinal study which 
indicates that by early elementary school age the achievement behavior 
of both girls and boys is predictive of adult behavior. 
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15. The classroom setting frequently does not provide equal opportunities 


for achievemen 
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children who are not able academically? What are the types of activi- 
ties which would meet the boys' need for self-approval? , 
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DETERRENTS TO SOCIAL DEVELOPMENT 


Social development is hampered by overprotection and pampering by 
the parent, which produces in the child a desire to be noticed, even if 
negatively. Тоо many controls make the сайа dependent upon the parents 
for his social satisfaction. An autocratic atmosphere in the home, char- 
acterized by parental domination, does not permit the child to recognize 
the choices in social behavior that are available to him. Children from an 
autocratic atmosphere tend to be more quarrelsome, unstable, and in- 
hibited. These children are literally afraid to try. They are overimpressed 
with the dangers in life. The child has much to learn from firmness and 

‘must experience limits, but the atmosphere must be kind as well as firm. 

Social development is hampered by mistake-centered training; which 
emphasizes what is wrong. If a child is too frequently confronted with a 
continual series of negative commands, he comes to believe that there is 
something wrong with him and that he dare not try, because things do not 
work out. In this connection, physical punishment tends to retard social 
development, in the sense that it moves the child away from reality and 
makes him more dependent on adult affection. The child who is a recipi- 
ent of physical punishment tends to set the standards for conduct external 
to the self and hence is extremely handicapped in interaction with peers 
where no adult is available to set limitations. 

A child’s social maturity can also be hampered by unrealistic expecta- 
tions on the part of the parent. Too high expectations that he adhere to 
the model of the “well-adjusted child” or that he become socialized more 
rapidly than his readiness dictates, discourage the child. When parents 
force and punish a child in a social direction the message the child receives 
is, “You are not what you should be.” This attack on the child’s self con- 
cept inhibits functioning in a social area, 

Considerable conflicts between the various socialization forces and ex- 
pectations will deter social growth also, The family, the peers, the sig- 
nificant adults, and the school should try to reinforce each others’ values 
as much as possible. In order for social standards to be set, the other social 


institutions of the community should be supported by the home. 


HELPING THE CHILD BECOME SOCIALLY ADEQUATE 


The child’s style of life, which includes his basic attitudes toward oth- 
ers, is formulated early in life. The early interaction between parent and 
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child is most significant in setting up the child's self image. The child gets 
his picture of self from the appraisal of others. 

With the very young child, undesirable behavior can be eliminated by 
distracting the child from antisocialvactivities. If, instead, the adults be- 
come excited and overly absorbed in the “bad behavior,” the child's tend- 
ency to respond in this manner may only be strengthened. 

It is important to avoid giving a reward to socially undesirable behavior. 
At the same time, the parent can support the child's attempts to engage in 
social relationships. They should avoid experiences which make the child 
fearful or skeptical about his ability to be accepted socially. 

Social adequacy is fostered as exploration is stimulated. The child who 
is interested in visiting children or participating in social activities should 
be supported. For the child who does not readily find social experiences, 
it may be necessary to analyze his interests and try to put him in contact 
with children of similar interests. 

However, it is important to recognize that the concept of readiness is as 
relevant to social growth as it is to reading. Recognize the individual dif- 
ferences in the primary reaction patterns and the social maturity of chil- 
dren. Avoid forcing children into social experiences, because of parental 
concern. The child can easily interpret this concern as a belief that he is 
socially inadequate; the result is more inadequate social behavior. In- 
stead, try to develop experiences that provide social success by giving the 
child access to children with similar social skills or children who may 
complement each other's social needs. 

А child's social adequacy is also influenced by people's beliefs in his 
sense of social responsibility. A variety of leadership opportunities en- 
abling the child to take on responsibility should be made available both 
within the home and the school The assumption by both parents and 
teachers that the child must first be responsible in order to be given re- 
sponsibility is faulty. We must not require a sense of responsibility as a 
prerequisite for permitting or selecting a child to function. Often the child 
who most needs to find a new social place within the group is denied it, 
because an adult does not feel that he is responsible. 

Parents and teachers, to an extent, should avoid projecting their goals 
and expectations on the child. If we recognize individual differences, we 
will certainly accept that not all children are outgoing, friendly, and eager 
for social contact. While focusing on an atmosphere designed to foster 
the growth and development of such traits, our acceptance of their lack 
lends support which may eventually make the child feel more adequate 
socially. 

Valuing and accepting the child as he is, even without the skills that 
you hold to be important, is vital for social develonment. The child who 
cannot immediately relate to other adults, who appears shy, who tends to 
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hang on the edge of crowds, cannot change if he is rejected because of 
these traits. 

The child's social development will best be promoted through encour- 
agement of his social contacts. We should look for the positive elements 
in the way in which he relates to others and point them out to him. We | 
should be concerned about building his self-respect and self-image in 
social areas. If he is not immediately ready to function socially, our faith 
that he is operating in the way which makes most sense to him at this time, 
enables him to develop socially. 


16. Give examples of specific ways in which forcing the child socially may 


actually produce more inadequate behavior. How would you deal 
with the shy, socially withdrawn child? 
RENNES DUBIE У, 0 NA vertes 60s noie C 0S 


THE FORMATION OF SOCIAL ATTITUDES 


It is increasingly evident that both parents and schools need to be con- 
cerned about the social perceptions and attitudes of children. In a culture 
that is increasingly diverse, we must understand one another and be able 
to accept differences. 

Research indicates that children acquire a considerable amount of their 
social prejudices toward other racial and religious groups, not through 
direct experience, but through contact with prejudiced peers, parents, and 
socially biased adults. Yarrow, Trager, and Davis made a study of chil- 
dren in kindergarten, first, and second grade, which reveals that attitudes 
toward racial and religious groups are learned early in childhood.?? Chil- 
dren are instructed in such a way that attitudes are formed toward a 
group; seldom is differentiation made among members of the group. 

The social learning of the child is most frequently a reflection of his 
subcultures and the social relationships which exist in his neighborhood. 
In acquiring their values, children reflect their own interpersonal experi- 
ences with members of other groups, and not the adult values which exist 
about them. As the child's chronological age increased, Yarrow found evi- 
dence that he became more aware of group conflicts, patterns of exclusion 
in society, and the forms of stereotyping of attitudes became more set. 
This study also revealed that at an early age children develop negative 
self feelings based on their group membership. Thus, membership in the 
group tends either to abase or enhance the child's image of self. 

This study indicates a definite need for information and for the acquisi- 
tion of social techniques for adjusting in a society that is becoming more 
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vestigated the effects on group and individual behavior of providing three 
pure styles ot leadership—“democratic,” “authoritarian.” and “laissez- 
faire” for clubs of eleven-year-old children. 

The authoritarian leaders decided practically all policies and proce- 
dures. They took responsibility ог assigning tasks and companions in any 
group activities. They remained aloof from group participation. The demo- 


< cratic leader was interested in developing policies through group decision. 


He encouraged discussion and frequently provided alternative procedures 
so that the group might make a choice. The group made decisions about 
partners in projects and the division of responsibility. The laissez-faire 
leader played a comparatively passive role and allowed complete freedom 


+ to the group for individual decisions on group procedures. He made no 


attempt to evaluate and merely supplied information and help when asked. 

The groups organized on a democratic basis were motivated to engage 
in self- and group-sustained activities. They participated whether the 
leader was present or not. The groups which experienced authoritarian 
leadership either tended to become aggressive or apathetic, The children 
in the laissez-faire situation were generally the least efficient and became 
increasingly confused and unhappy with their growing lack of accomplish- 
ment? There is significant evidence that the group atmosphere has a 
considerable effect on the convictions, attitudes, and progress of the in- 
dividuals and the group. Evidence indicates that the democratic style of 
leadership, as defined by Lewin and his co-workers, is most productive.** 

In considering these studies it is important to recognize that the leaders 
played distinct roles which resulted in individuals who were as completely 
democratic or authoritarian in their leadership as it is humanly possible to 
be. The typical teacher will not be a pure type but more frequently a 
blend of these behaviors. It is probably quite important that the teacher 
have some flexibility in roles so that she can m 
needs, 


The teacher in training is frequently impressed with the importance of 
recognizing individual difterences and meeting these individual needs in 
the instructional process. However, it is just as important that she recog- 
nize her role in working with a group. The school is a social setting. This 
is an opportunity for children, under the supervision of a group leader, to 
develop socially, 


The goals of group work in the classroom center around the develop- 


eet various personality 
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used to lecture or to get over a point. The goal is not to get the class to 
confirm the leader's opinion. At the same time, group leaders need to be 
careful to set limits for the discussion, so that members of the group can 
take responsibility for the nature of their comments and contributions. 
Teachers soon learn that the group can either be an obstacle to the in- 
Structional process or a help in the children's development. However, the 
child's behavior must always be viewed as part of his social interaction 
with other children. Group discussion time can be used to deal with 
emergencies, but it definitely should not be construed only as an emer- 
gency measure. Group discussion should be planned on a regular basis, 
and the discussion should relate to topics that are pertinent to the con- 
cerns, interests, and goals of the students. Every teacher works in relation- 
Ship to strong peer-group loyalties. One job is to help integrate the group 
so that a group cohesiveness develops. Jennings established experimentally 
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aged in such a manner that they permit maximal social adjustment. Super- 
vision of co-curricular activities is needed to implement the long-range 
purposes and goals of this program. 

Belonging to the group, then, meets certain specific needs of the child. 
It gives the individual support which frees him to act. It also helps him to 
face reality and test his abilities with his peers. 

Supervised group experience helps him to appreciate and develop the 
social skills fundamental for human relationships. It is in this setting that 
he can comprehend tasks of leading and following. The effective group 
leader can help point out to the group, and at times to individuals in the 
group, their purposes in certain kinds of social interactions. 

Improved social relations have an effect on the learning of the individ- 
ual. As the child becomes more secure, he is able to concentrate on the 
tasks at hand. The importance of group acceptance can increase a child's 
motivation to learn. In a well-knit class, group loyalty can be a strong 
motive for success. The general morale of the group also provides op- 
portunity for the development of favorable attitudes toward learning ex- 
periences. Finally, the exchange of ideas in group discussion provides the 
opportunity for clarification. 

The teacher should be involved in the utilization of sociometric results 
in the classroom. Sociometrics can help promote group solidarity, and 
committee work can be assigned in such a manner as to promote social 
growth. The teacher needs to be aware of the interpersonal relationships 
which exist in the group and the ways in which new relationships can be 
used to promote social growth. 

The child who is rejected by the peer group requires special under- 
standing. The behavior of rejected pupils is frequently designed to gain 
the attention of peers, rather than to antagonize the teacher. This does not 
mean that the teacher must accept a pupils antisocial behavior, but it 
does indicate that the behavior should be handled without a display of 
personal feelings or possible resentment toward the pupil. 

The rejected child usually does not feel secure or adequate. He is 
frightened by new learning situations, and resists change. Any possibility 
of failure is usually avoided, This child reacts strongly to teacher criticism, 
and his self-esteem is injured as his sense of inadequacy increases. While 
it is important that the teacher provide an accepting atmosphere for these 
children, certain Specifics can develop out of sociometric evaluation. For 
example, in the arrangement of seating in the classroom and the develop- 
ment of committees, it is important that children who are isolated or re- 
jected by the group be given their first choices. These children require the 
greatest opportunity to establish satisfying social relationships. Students 
who do not accept the isolated or rejected student should not be placed in 
the same work groups. 


In working with the isolate, the child who is not chosen by others, the 
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teacher should note whether this child attempts to make social contacts 
or whether he regularly withdraws from social interaction. This will give 


some measure of the extent of feelings of discouragement and inferiority. 


These children can be nurtured back into the group as certain assets which 
they have are made apparent to other children. А good device is to con- 
duct an inventory of some of the strengths of children who are isolates and 


place them in positions within the group which permit them to contribute 


to group life. 
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STABILITY OF SOCIAL DEVELOPMENT 


Considerable research has been directed at investigating the long-term 
stability of personal and social behavior. Martin did a study to investigate 
the stability, individuality, and continuity of psychological development.55 
The study was done with children of nursery school age. Over a two-year 
period of observation, he found that children tended to demonstrate the 
same relative amount of aggression, dominance, dependency, autonomy, 
achievement, and friendship-affiliation traits. 

The study demonstrated both constancy an 
quency of behavior increased with age; constancy 
that the child tended to maintain his position in the group in regard to 
frequency of behavior. There is adequate evidence of unique social be- 
havior patterns of the children studied. These individual behavior pro- 
files were unique both in content and form. Martin concluded that 80 

er cent of the children's behavior profiles were stable over a two-year 
period at the nursery school level. In referring to the unchanged and 
emerging individualized pattern, Martin states, “It is as if each child has 
his own ‘behavioral economy,’ which persists through time. Admittedly, 
he modifies his behavior but only in search of enduring goals."** 

Anderson also reported findings of consistency in personality traits. 
However, the fact that behavior at the nursery school level was predicta- 
ble over a two-year period of time does not mean that behavior could be 
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predicted from this level to adulthood. The Kagan and Moss studies in- 
dicate that very few of the behaviors observed between ages three and 
six were predictive of related behaviors in early adulthood.38 Kagan and 
Moss did stress that all behavior is patterned and underscored the im- 
portance of comprehending the patterns. 


IMPLICATIONS 


1. The child learns methods of appropriate social interactions in the 
family, with his peers, and from significant others. The quality and quan- 
tity of these contacts should stimulate social development. The child can 
learn social behavior only by participating in the give and take of inter- 
personal relations. Responsible adults need to be as aware of this area as 
of mental development. : 

2. Children are taught to manage their needs in line with specific 
cultural expectations. The teacher must be aware of the cultural and 
subcultural expectations of each child in order to understand behavior 
adequately. The school can assist children in understanding variances in 
cultural expectations. 

З; Dependency upon mother is a prerequisite for the development of 
the child's independence. Mother must realize that it is an important de- 
velopmental step to have the child become dependent upon her for ac- 
ceptance and approval. í 

4. Acceptance and forcing are important concepts as the child moves 
from dependence to independence. The parent must be willing to permit 
the child increasing participation in decision making and avoid pushing 
him to take on only those responsibilities the parent wants to give up. 

5. Dependency is a consistent trait in females from childhood to adult- 
hood. This trat in the member of the family primarily responsible for 
child training has implications for the type of security the young child 
experiences. The girl child is rewarded for dependent behavior, which is 
less acceptable in the boy and may influence his self-acceptance. 

6. Dependency fails to develop without experiencing consistent gratifi- 
cation from some person. The early management of children has long- 
range effects, 

7. Physical punishment tends to produce aggressive children. Parents 
Who provide frequent physical punishment would appear to be engaging 
ina self-perpetuating series of interactions. 

8. The specific traits valued by the society and the subculture influence 
development of the child's traits. Society's institutions must deal realis- 
tically with these varying value Systems. 
тер а and H. Moss, Birth to Maturity (New York: John Wiley & Sons, Inc., 
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9. Some children come to school educationally disadvantaged owing 
to membership in certain social classes. Educational planning by the 
teacher must recognize these differences and attempt to provide appro- 
priate experiences. 

10. The learning of human relationships occurs first in the family set- 
ting. More education in understanding these relationships should be pro- 
vided for future parents while the 
requires an understanding of everything but self, and self in relationship 
to others. This educational experience could be of great value in a pre- 
ventive sense. є 

11. Democratic livi 
the child to participate more 


ng practiced in the home has been shown to enable 
effectively in the school experience. The 


home should provide the opportunity to operate in an atmosphere that 
permits choice and accepting the responsibility for one's choice. 

12. The peer group affords the child contact with varied religious, so- 
cioeconomic, and ethnic backgrounds in a setting devoid of authoritarian 
relationships. Peers make concrete some of the lessons alluded to within 
the family setting. Due to the significance of peer relationships, the teacher 
must take them into account in planning learning experiences. 

13. The expectancies of the family and family constellation should be 
similar to the peer groups and significant others if socialization is to take 
place rapidly. When there is great divergency between these forces—when 
the family, for example, values certain customs and rituals which are 
ridiculed by the other groups—the child may tend to fluctuate his values 
in line with the social setting of the moment. 


14, Children vary in 
social contacts, and in the rate that they enter or leave some relationships. 


Adult acceptance of the child’s attitudes instead of forcing promotes so- 


cial development. 

15, Entrance to sc 
child. Organization of the le 
contacts is а responsibility of educators. 

16. The discipline of the group is frequently more effective than dis- 
cipline by adults, Educators must observe the discipline of the group, per- 
mit it to function when wholesome, and provide guidance when it is 
detrimental to the objectives of education. 

17. The skills necessary for forming adeqnate friendships are teachable. 
While these skills might be best acquired in the family at an early age, 
guidance activities in the classroom, discussion groups, and in some in- 
stances individual counseling can serve to provide reorientation in this 
area. 

18. Social maturity is evidenced in the capacity of the child to main- 
tain friendships that meet the needs of others as well as his own. This type 
of activity by the child should be encouraged. 


hool demands increased social contacts from the 
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19. Successful goal attainment often produces renewed and increased 
striving for the goal. It is important to provide goals which, while ade- 
quate in their challenge, also provide opportunities for success. 

20. The motivation for achievement in boys and girls is significantly 


_ different. Girls may be motivated by teacher approval, but boys are more 


likely to be motivated by activities that permit self approval. 

` 21. A continual series of negative commands serves as a deterrent to 
the child's courage and social development. It is important to seek ade- 
quate elements of the child's functioning and encourage these. Focus on 
the child's unacceptable behavior may only guarantee the establishment 
of such behavior, : 

22. It is important to avoid giving a social reward to "bad behavior." 
The adult's concern and involvement in the elimination of a trait fre- 
quently provide the reward that sustains the trait. 

23. Children become responsible as we provide opportunities for as- 
suming responsibility. If responsible behavior is a prerequisite for assum- 
ing responsibility, many children can never develop in this area. Respon- 
sibilities are frequently given to children who need them least. ; 

24. Attitudes related to racia] and religious groups are learned early in 
childhood, and are a reflection of parental values and the subculture. At- 
titude formation must be an early school concern if changes are expected. 

25. The social climate of the group has a significant effect on the atti- 
tudes developed by members of the group. The teacher who wants to 
develop self- and group-sustained activities organizes the class on a 
democratic basis. 

26. Group discussion is effective in promoting social development. It 
must give the child a genuine chance to participate and to express him- 


self. While this discussion can occur on an impromptu basis, there should’ 


be regular planned periods for group discussion. 

27. Sociometric evaluations should lead to action on the part of the 
teacher. Seating arrangements and committee work should foster develop- 
ment. Some children can develop most adequately by being permitted to 
encourage the socially discouraged. 

28. Social behavior tends to become constant and persist. We are cau- 


tioned against assuming that social traits are all related to stages that will 
pass. 
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DEVELOPMENT- OF 
SGBEIESSEBE:CONGEPT 


To arrive at a better idea of the role played by the self concept, 
let us examine part of the day of a boy age twelve, in grade six, 
who is of average intellectual capacity. He awakes in the morn- 
ing to be told by his mother, “Now Larry, don't forget to brush 
your teeth, hang up your clothes, and take out the dog." His 
dad notices that some of these tasks are not being performed as 
rapidly as expected and gives Larry a second reminder. He 
eats breakfast in an atmosphere in which the members of the 
family are concerned with their own problems, and the news- 
paper. As he leaves for school, he is reminded, “Now be good 
today, Larry." 

During the first period at school, arithmetic, Larry is assigned 
a problem at the board in which he is not certain of the funda- 
mental processes. The teacher reminds him, "I told you you 
would need to learn the multiplication tables in order to do 
these problems." He is dismissed to his seat. 

At recess on the playground, he seeks out some boy friends. 
Soon there is some jostling and fighting with Larry at the top 
of the pile. His physical prowess in this instance results in more 
challenges, each of which he handles to his advantage. 

During the next period the discussion is about different 
parts of the United States. Since Larry has traveled frequently 
with his parents, he is able to contribute much to the discus- 
sion. The teacher notes his contributions, and Larry volunteers 
to do some additional research about one of the states and its 
products. 7 

We could continue to describe typical incidents in Larry's 
day but we have enough now to illustrate the role of the self 
concept If the self concept is thought of as a set of expecta- 
tions and anticipations plus evaluations, we can readily see 
how the incidents described have confirmed Larry's expectan- 
cies. His parents’ reminders convince Larry that they do not 
expect him to function, even though he is twelve years old, or 
why must they remind him continually about his teeth, his 
clothes, and the dog? Experiencing little acceptance by his par- 
ents he, perhaps, leaves the home feeling less than a success. 

The arithmetic period in school presents him with the teach- 


er's expectation and evaluation of those who do not memorize the multi- 
plication tables. His dismissal to his seat again leaves him feeling in- 
adequate. On the playground, his strength and vigor serve him in good 
stead and provide him with an area where he can feel adequate and suc- 
cessful. He anticipates that other children are not as strong, and he attacks. 
and masters these physical tasks exceptionally well. Larry enters the dis- 
cussion of the United States with confidence. He has performed well in 
the past, having practical experience in the geography of the country. The 
teacher's mild acceptance and encouragement assist him to volunteer for 
extra work in the area. 

In this simple example we can see the relationship between the child's 
experiences and the formation and establishment of the self concept. Larry 
anticipates a number of areas in which he will not do well and will not 
gain acceptance, and daily anticipation is confirmed. In other areas Larry 
. expects to do well, and his performance permits him to feel adequate and 

accepted. As Larry has a continuing number of similar experiences, he will 
develop a relatively fixed view of his capacities and expectations in both 
academic and interpersonal situations. In a sense we have a preview of 
the adult Larry who may give up easily in some activities and persist in 
others, The teacher and the parents should examine incidents such as 
these to see how their interactions with Larry are affecting his self con- 
cept. 
We have already discussed the two broad frames of reference in psy- 
chology—the objective or mechanistic approach and the subjective or per- 
ceptual approach (Chapter I) When we use the objective approach, 
sometimes also referred to as stimulus-response psychology, we attempt to 
explain behaviors in terms of set stimuli to which the individual appears 
to be reacting. This has been a fairly useful means of obtaining informa- 
tion about "average" or “normal” behavior and many significant statistical 
studies have been built upon this approach. However, most of us are 
forced to deal with individuals, and normative data frequently are not 
useful in explaining à particular individual's motives and behavior. 

The subjective approach has been useful in arriving at a better under- 
standing of the individual. This approach starts with the assumption that 
behavior is purposeful and caused and that people behave as they do be- 
cause of the way things seem to them, and not solely because of set exter- 
nal stimuli. A person's behavior at any given time makes sense to him in 
terms of how he perceives the situation. Meanings are personalized; there- 
fore each human being views life in a unique manner. Man's uniqueness 
rests on the fact that he is а social being able to have attitudes, to inter- 
pret, and to give meanings to all the stimuli about him. 

It is important to live with other people happily and with minimum 
stress; but for effective functioning it is also imperative to learn to live 
with oneself without too great a loss of emotional energy. The individual 
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who is continually in conflict and dissatisfied with self cannot mature and 
fulfill his potentials satisfactorily. As the child grows, he must learn to 
understand his assets and use them in a socially acceptable way; he must 
also recognize his liabilities and learn to correct those which can be reme- 
died and accept those which cannot be changed. This sense of personal 
worth combined with responsibility to others helps the individual to ad- 
just effectively in his world. 

We recognize the effect of two forces that influence the child—his he- 
redity and his environment. Debate about the relative effect on the child's 
development of either of these two forces is pointless. The child is not 
merely a product of hereditary forces, nor is he a result of the environmen- 
tal stimuli about him. This is one case where the sum is greater than the 
parts. 


EARLY INDIVIDUALITY 


"Thomas and his associates conducted an interesting study of the tem- 
peramental characteristics of infants in relation to the development of 
psychological individuality.! Their investigations point to personality de- 
velopment as the result of the interaction of the infant, endowed with de- 
finable characteristics of initial reactivity, and a broad environmental 
complex of factors. They contend that individual differences in responsive- 
ness exist in young infants. In an intensive study of the first two years of 
life they were able to identify initial characteristics of reactivity. 

Thomas adopted the following nine categories for the assessment of in- 
dividuality in behavioral functioning: 


1. Activity level, the motor component, related to motility. 

2. Rhythmicity, the predictability and unpredictability in time of any 
function. 

3. Approach or withdrawal, the nature of response to a new stimulus. 

4. Adaptability, frequency with which responses are successfully modi- 
fied in desired directions. 

5. Intensity of reaction, the energy level of the response. 

6. Threshold of responsiveness, the intensity level of stimulation neces- 
sary to evoke a discernible response. 

7. Quality of mood, amount of pleasant in contrast to unpleasant be- 
havior. 

8. Distractibility, the effectiveness of extraneous environment stimuli in 
interfering with, or in altering the direction of, the ongoing behavior. 

9. Attention span and persistence, the length of time, and the continua- 
tion of an activity in the face of obstacles. 


1 A. Thomas, Н. Birch, S. Chess, M. Hertzig, and S. Korn, Behavioral Individuality 
in Early Childhood (New York: New York University Press, 1963). 
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Bowers n we reveals б a ea stable set of longitudinal 
As characteristic behavior persists relatively unchanged in a 

gni cantly large number of children. “АП in all, 78 of the 80 children 
maintained a statistically reliable rank pattern over the first two years in 
four or more of the nine categories."? 

Data analysis was treated in three distinct manners to investigate the 
initial pattern in relationship to its stability. Thomas reports, "In summary, 
each of the three methods of data analysis—preponderance, rank, and per- 
cent-rank index—has contributed evidence that initially identifiable char- 
acteristics of reactivity are persistent features of the child’s behavior 
throughout the first two years of Ше.” 

This study demonstrates that children can be identified in terms of 
styles of functioning. Furthermore, it implies that “all the infants will not 
respond in the same fashion to a given environmental influence.” 

Child-training practices have different behavioral results depending on 
the nature of the child. The child’s behavior is influenced by his primary 
reaction pattern as well as by his environment. This approach does not hold 
that environmental influences are direct determinants. In fact, it questions 
any attempt to apply to children rules that are universally valid. 

Children are apparently able to adjust to a variety of child-care tech- 
niques. “Most of the children were regular rather than irregular, highly 
adaptable rather than unadaptable, and preponderantly positive in mood.” 
There are indications in the study that the primary reactive characteris- 
tics of the child, and not the attitude of the mother, determined the course 
of events. The study suggests that we need to become skilled in identify- 
ing the primary reactivity pattern of the child. The interaction of parents 
and children can become more effective when parents recognize their true 
roles instead of feeling that their practices always directly shape the child. 

The child perceives and conceptualizes. He has within himself the crea- 
tive force that enables him to give meaning and to interpret. Past experi- 
ence and his value system assist him to evaluate all of his experiences 


continually, 

The self is one’s inner worl 
others, becoming the consistent 
child’s perception of the reflect 
compromise his world serves as th 


d. It results from evaluational interaction with 
personal perception of "I" and “me.” The 


ed attitudes and judgments of those who 
e foundation for the formulation of self. 


The self concept really is the individual's anticipation of his general ac- 
Ceptance or rejection in a given situation. As the self concept is formulated, 
it tends to shape new experiences to conform to established patterns. Be- 


? Thomas, et al., Behavioral Individuality, p- A 
p. 71. 


Thomas, et al., Behavioral Individuality, 
5 p Omas, et al., Behavioral Individuality, p. 84. 
Thomas, et al., Behavioral Individuality, p. 8T. 
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havior then becomes an attempt to maintain the consistency of the self 
concept, a homeostasis at the psychological level. 

The real challenge in psychology comes in the attempt to predict indi- 
vidual behavior, to understand an individual beyond the normative sénse, 
to know not only how he is like others, but also in which ways he is 
unique, and why. The self concept and the life style, then, are the keys to 
personality. Raimy, who first defined the self concept in 1943, said of it: 


The self concept is the more or less organized perceptual object 
resulting from present and past self observation . . . (it is) what a 
person believes about himself. The self concept is the map which 
each person consults in order to understand himself, especially dur- 
ing moments of crises or choice.® 


Raimy showed how the self concept serves as an executive in that it repre- 
sents for the individual a way to make a variety of decisions with some 
consistency. Margaret Mead’ considers the self as a social structure deriv- 
ing from a social experience. For her, the individual child experiences 
himself from the reflected views of the group. Ausubel indicates that 
development of the ego comes from the continual interaction of social ex- 
perience and the already existent personality structure, mediated by per- 
ceptual responses.® 

The self concept serves to integrate and differentiate a variety of learn- 
ing experiences. Much of the individual's behavior is an attempt to main- 
tain the consistency of his self concept. The self, then, is developed through 
the child's interaction with people and his total environment. To a great 


extent, it is shaped during infancy and early childhood. As the child ex- 


periences life situations, his continual evaluation facilitates adjustment. 
The self permits the child to act, to adjust, to do more than merely re- 
spond to a specific stimulus. The self permits the child to make decisions 
and to personalize his reactions. Jersild has best explained it as follows: 
“It is a composite of a person's thoughts and feelings, strivings and hopes, 
fears and fantasies, his views of what he is, what he has been, what he 
might become, and his attitudes pertaining to his worth."? 

The self is essentially a social product arising out of experiences with 
people—parents, siblings, relatives, peers, and the general community. Self 
awareness does not happen all at once but is a growth process which be- 


6 V. C. Raimy, “The Self Concept as a Factur in Counseling and Personality Organi- 
zation” (Unpublished Doctoral Dissertation, Ohio State University, 1943). 

7 M. Mead and M. Wolfenstein, eds., Childhood in Contemporary Cultures (Chicago: 
University of Chicago Press, 1955). 

вр, Ausubel, Theory and Problems of Child Development (New York: Grune & 
Stratton, Inc., 1957). 

9 A. Jersild, Child Psychology, 5th ed. (Englewood Cliffs, N.J.: Prentice-Hall, Inc., 
1960), p. 116. ў . 
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gins during infancy and early childhood. As all the sensations about the 
child are interpreted by him, the process of selfhood begins. 


POINTS OF VIEW ON SELF CONCEPT 


Approaches to understanding the self concept, its development and role 


in behavior, have been varied. 


Freud 


| Freud structured the total personali 
id, the ego, and the superego. Freud fe 
was that which modifies the psychic energy o 
modes of expression and facilitates reaction. I 
еро, and the superego in the mentally healthy individual f 
and harmonious organization. Working together cooperatively, they en- 
able the individual to carry on effective transactions with his environment. 
If the three systems are at odds with one another, the person is said to be 
maladjusted. 

The id functions on the pleasure principle to reduce or free the person 
from tension. The child's impulsive behavior and actions are associated 
With the strong id. 

The ego is governed by the reality principle, the aim of which is to post- 
pone the release of energy until the object that will satisfy the need has 
been discovered or produced. Eventually, the reality principle leads to 
pleasure, although the child may have to endure some discomfort while 
he searches for reality. 

The superego is the mora 
real, and it strives for perfe 
that effective disciplining of the с 


ty around three major systems, the 
]t that the self, or in his terms, ego, 
f the id. The ego determines 
n Freud's theory, the id, the 
orm a unified 


the ideal rather than the 


ction instead of reality or pleasure. Freud felt 
hild takes place not through instruction, 


but through the child's unconscious incorporation of the parent image 
o was made up of two subsys- 


which became the superego. The supereg 

tems, the ego ideal and the conscience. Ego ideal corresponds to the 

child’s conception of what his parents consider to be right. The parents 

Convey their standards to the child when they reward him for conduct 

that conforms to their standards. The superego is the representative in the 
ty as they are handed 


Personality of the traditional values and ideals of socie dec 
down from adults to children. It should be recognized that the child's 


Superego is not a reflection of parents’ conduct, but rather of the parents’ 
Superego. The child has many models for the superego їй teachers, min- 
Isters, policemen, and anyone whom -the child admires or considers an 


authority figure. 
Thus, the id might be regarded as the product of one's biological en- 


] branch representing 
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dowment, the ego as the result of interaction with objective reality in the 
higher mental processes, and the superego as the product of socialization 
and the vehicle of cultural tradition. The term in Freudian psychology, 
then, which is closest to self concept, is the construct of the ego. 


Adler 


The Adlerian term covering the same area as that of ego psychology or 
self concept is the life style. The child is born into a total community 
where he is confronted with carrying out the tasks of life and learning ef- 
fective methods of coping with them. The child first learns to interact with 
the people in his family. In this primary society of parents and siblings, 
the first views of life are formulated. The child relates to this total family 
atmosphere and comes to conclusions about how to live effectively within 
it. Here attitudes are formed that make up the life style. Understanding 
the child's purposes and goals, offers an insight into the style of life or self 
concept. Adlerians believe that all of the child's actions are a result of this 
general life style, which is based upon an evaluation of self and society. 

The child's evaluation of self and his position gives unity to his person- 
ality. Then, all of his actions and attitudes become expressions of this life 
style. From the early formative years the style of life works through experi- 
ences that eventually develop into a characteristic pattern of reactions 
and evaluations. The subjective interpretation of his experiences eventually 
forms the guidelines for all of his psychological movement. This self- 
consistent unity, which Adlerians have also referred to as biased appercep- 
tion or private logic, then serves as a measuring stick for all the decisions 
of life. 

Thus, the life style does not come out of any specific experience, but, 
instead, from the continual repetition of the approach used to cope with 
the tasks of life. Each child adopts certain means which facilitate his life 
plan; as his experiences confirm his anticipations, the style of life becomes 
set. We must remember that when people appear to be behaving inappro- 
priately their behavior is always consistent with their approach or style of 
life. They "make" their experiences. A 

The Adlerians recognize that behavior is the result of more than heredi- 
tary or environmental forces and that the self and the individual's creative 
power to evaluate his experiences are crucial in understanding the why of 
behavior. The child's perception determines his behavior more than the 
so-called reality of the situation. Each child's style of life guides all his 
actions and accords with his goals and purposes. A knowledge of the style 
of life provides insight into the behavioral theme. The child is asking, 
"Who am I?" and "How can I achieve my goals?" The continual interac- 
tion between the environment and the child's evaluation of it produces 
the style of life. 


DEVELOPMENT OF THE SELF CONCEPT 


Adlerians prefer to refer to the self area as the life style. The unity in 
the individual's thinking, feeling, and expressions of personality is the life 
style. What Freud called the ego, Adler termed the life style of an indi- 


vidual. : 


Phenomenological Psychologists 


Arthur Combs and Don Snygg have made a major contribution to un- 


derstanding the self concept in their theoretical formulations regarding 
the perceptual view of behavior. They feel that one must observe behavior 
from the point of view of the individual himself. They state that people 
are not behaving according to facts as observed by others, but according 
to facts as they view them; therefore, the unique perceptions of the indi- 
vidual child assist him in the formulation of his decisions. An object may 
be heavy or light, large or small, as judged by the individual, who always 
Operates on the basis of how things seem and not in terms of some external 
objective criterion. If a social situation seems difficult to a child, he func- 
tions as if it were, regardless of adult efforts to cajole him about the *re- 
ality" of the situation. David is asked to show a special skill or talent to 
the guests. He is not sure of himself and, despite the urging of the parents, 
does not feel his demonstration will turn out well. No amount of talking 
will change his view of the situation; only a new experience and concomi- 


tant new personal meanings enable him to function. 
then, behavior is always reason- 


From the point of view of the behaver, 
able and purposeful. It has meaning for him and is the best way he knows 
how to behave at the time. Combs and Snygg point out that if the indi- 
vidual knew more effective ways to behave, he would select them. We 
must know how each individual perceives his present situation subjec- 
tively, not objectively. The concern here is to understand the field of E 
eration and all of its interrelationships. We should use Snygg and Comi s 
definition of the perceptual or phenomenal field, “By the perceptual bx ; 
We mean the entire universe, including himself as it is experienced by the 
individual at the instant of action.”?° ) : НЕ 

The child Be that an experience is threatening Ог will m in " 
inadequate or inferior position. Regardless of the objective acts, hs wi 
Still function as if his view were reality. Thus, from this point o! ee 
referred to as phenomenological psychology, all behavior is eee E 
the perceptual field. The private world or life space in whic E individ- 
ual uniquely experiences an event becomes the m i MUR 
logical psychology is also associated with some of the work of Carl Rogers 


апа Kurt Lewin. ч 


10 A. Combs and D. Snygg, Individual Behavior, rev. ed. (New York: Harper & Row, 


Publishers, Inc., 1959), p. 20. 
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Man's basic need is for adequacy. His driving force is the desire to en- 
hance himself within his phenomenal field: Rogers and Maslow have re- 
ferred to this as movement toward self-actualization and growth. 

Since people behave in terms of how things seem to be, it is essential to 
determine the individual's perceptual view. For the phenomenological 
psychologist the problem of changing behavior is really one of assisting 
the child to perceive things differently, of enabling him to see the possi- 
bility of more effective relationships. 


Sullivan 


Harry Stack Sullivan was à psychiatrist who emphasized the importance 
of the child's way of perceiving the world and adapting to it. He believed 
that the infant learns to make differentiations based on anxiety and that 
these differentiations later become the self concept. For Sullivan the self 
concept developed from reflected appraisals of significant others in the 
child's life. 

Sullivan analyzed experience into three "modes." First was the proto- 
taxic, which was the earliest way of experiencing the world. In this stage 
the infant distinguishes dimly between his body and the external. This 
type of experience is undifferentiated. Sullivan referred to the next mode 
of experience as the parataxic, where the infant begins to differentiate his 
experiences and gives meanings to them. However, these meanings are not 
logically related, and many are individualized, almost autistic. Eventually, 
the child's meanings are common or shared; a word means the same to him 
as it does to all those with whom he comes into contact. At that point the 
meanings are considered to be in the syntaxic mode. These meanings are 
considered to be consensually validated in accordance with reality and 
logic as they are generally observed. Although Sullivan considered these 
modes of perception to be related somewhat to age, he also recognized 
that they were not mutually exclusive nor were they necessarily ever out- 
grown altogether. 

——— x ETE M LEE CPU E OEC PL E t — 


1. In which way are the various points of view on the self concept similar? 
How is your understanding of misbehavior affected by acceptance of 
the Freudian view in contrast to the subjective or phenomenological 
view? Give an example of variance in either diagnosis, understanding, 
or treatment of a misbehavior problem. 
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FACTORS IN THE DEVELOPMENT OF SELF 


Every individual has to find a place for himself in society. This is prob- 
ably his most basic and persistent need. Observing the infant in his strug- 
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how basic this 
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to his desc ne child brings primary behavior rea 
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an effect on iir. important, and her training procedures will have 
and other relati e child both perceives society and fits into it. Siblings 
absorbs and i de provide him with experiences, and all of these he both 
Vocated in n erprets. Certainly the varied child-raising procedures ad- 
sulting from a past half century and the various types of individuals re- 
individual to ese schools of thought" testify to the creative power of the 
анна give personal meaning to numerous external, objective acts. 
quently e psychologists, and social workers in child guidance fre- 
ionetheless pecu tell of almost identical child-raising procedures which 
has-been co rought about extremely divergent results in their children. It 
external deni та to assign the cause for these varied reactions to specific 
more than e es. We must come instead to recognize that the child does 
the basis of erely react. His behavior is not directly predictable solely on 
De ahis external stimuli. We must account for patterns of reactivity 
e in early infancy and for the capacity of the child to choose and 
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satisfaction. This means an emphasis on both the recognition of individual 
differences and the development of methods to deal with them. Regular 
encouragement of the individual will assist in building adequacy and se- 
curity. 

The 1950 Mid-Century White House Conference Report on Children 
and Youth pointed to some simple fundamentals. The child's chief needs 
from adults are love, encouragement, and guidance.!? АП three of these 
are essential to develop feelings of adequacy. The self concept has greater 
opportunity to incorporate social interest and the desire to cooperate in a 
milieu containing these elements. The individual has the power to trans- 
late objective actions of love into acts of selfishness, but generally repeated 
dosages of love and concern will enable adequacy and security to grow. 

Guidance can bring about resistance when it is interpreted as the desire 
to analyze, plan, and predict for an individual. When it takes on the aspect 
of mutual concern and becomes a collaborative relationship to assist the 
individual toward achievement of socially acceptable goals, it can be more 
readily accepted. 

The child's misbehavior frequently results from a mistaken opinion of 
self. Feeling inadequate and inferior to others, he may give up and con- 
centrate his actions on the useless side of life. In other instances his diffi- 
culty may stem from mistaken feelings of superiority to the group and its 
abilities. Either of these attitudes can result in a discouraged child. Overtly 
his actions may be exactly the opposite, but in fact the symptoms result 
from a confused picture of self in society. 

Children need the regular application of encouragement just as much 
as they must have their physical needs met. Encouragement consists of a 
faith in the individual that gives the individual the freedom either to fail 
or succeed and still be loved, valued, and accepted. Encouragement im- 
plies that your focus is on the positive attributes of the individual and not 
on his deficiencies; it permits you to let the individual experiment. It allows 
you to support tasks which do not meet your standards but are indicators 
of positive movement in the individual. 

Encouragement removes your concern from a mistake-centered empha- 
sis and shows your faith in the individual's development. It does not con- 
sist of such words as, “My, that was good, and I know you can do better.” 
This basically discourages the child. It makes him feel you expect more 
than he can perhaps produce at this time. Encouragement instead is based 
on respect for the individual and his tendency to preserve a steady state 
internally despite external change—homeostasis. It believes in the wisdom 
of the body. It recognizes the efficacy of self-selection and pacing. 

Research by Olson and his colleagues of the University of Michigan 


12 H. Witmer and R. Kotinsky, Personality in the Making, The Fact-Finding Report 


of the Mid-Century White House Conference on Children and Youth (New York: 
Harper & Row, Publishers, Inc., 1952). 
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varied recognition. The teacher, justifiably, has a different set of expecta- 
tions for each child in her room. However, each child must come to know 
the things that will bring him acceptance, security, and a feeling of be- 
longing. 

Thus, you can see the importance of the interpersonal relationships 
that occur continually. The child needs an atmosphere of mutual trust and 
cooperation, one that permits him to feel loved, valued, and respected. As 
his feelings of personal worth develop, his ability to develop adequate 
relationships with others will increase. 

This approach recognizes that in democratic living there are both privi- 
leges and duties. It does not give the child feelings of either inferiority or 
superiority but assists him to see his place as a contributing member of 
Society. It insists that adults and children both have interrelated responsi- 
bilities and that the relationship should not be one of master and servant. 
In our culture, incidentally, the role of master is as often played by the 
child as by the adult. 

The mature adult has:the responsibility to develop in an interpersonal 
relationship an atmosphere of firmness and kindness—the firmness show- 
ing respect for the self, the kindness showing love and concern for others. 
This needs to be done in a consistent manner that permits the child to 
predict the results of his actions. Lack of consistency obviously hampers 
the development of the self concept. The child is placed in a situation 
where he must continually reinterpret his actions and those of others. It is 
well to be continually aware of the freedom of choice that is operating 
within us all. The child has the creative power to interpret. This interpre- 


‘tation can lead him to accept or reject adult actions, not a single one of 


which will necessarily bring about a specific response. Adults are quite 
dependent upon the meaning which the self concept imparts. ·. 

The child quickly comes into contact with the ambitions of his parents, 
siblings, and peers. From this varied group he formulates his phenomenal 
field and his concept of how best to achieve his goals. His picture of self, 
his ethics, and his values form a pattern. When we know an individual 
well enough, we say, “I could have expected that.” This testifies to the 
predictability of behavior when the pertinent information is available. — . 


2. Set up a plan to determine the styles of life of two difficult children in 
your acquaintance or observation range. What type of information 
would you need to have available? 


BEGINNINGS OF SELF DEVELOPMENT 


The development of the self is a process of increasing differentiation 
from the general to the specific. At first, the child does not have a clear 
perception of self or the world. However, the child has a growing aware- 
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ness of self as he begins his interaction with the significant people in his 
environment. The early roots of the self begin as the child first distin- 
guishes between his sensations and the factors bringing them about. Self- 
awareness emerges as the child begins to manipulate his body and develop 
a “body image.” This exploration of self and differentiation of self from 
environment form the first step in development of the self. 

Eventually, the child is able to differentiate things of special meaning 
to'him; he can differentiate mother's face from other women. Some of the 
development can be seen, for example, in the "negativistic" stage, which 
frequently occurs around the age of two, when the child appears to be 
testing his self-assertion in opposition to others. The child's opposition to 
the standards of peers and the group is another way in which feedback 
about self is developed. The self is also influenced by the child's particular 
religious, social, and socioeconomic group. It seems evident that we learn 
to perceive as our culture requires. 

Jersild portrays for us most clearly the beginnings of this process: 


The development of self awareness does not occur in an all-or-none 
fashion which would enable us to assume that up to this point the 
child does not possess it, but beyond this point he does. It is more 
likely that a child perceives different aspects of what he eventually 
calls himself, with varying degrees of clarity at different times.1* 


Self-discovery, then, is a continuing process, not appearing at a specific 
time but continuing throughout all developmental stages and phases. 

As each child develops he is exposed to three broad sets of experiences 
in the home, the school, and the community. To understand the child one 
must see the roles that these agencies play in developing the self concept. 

The home, of course, offers the first set of experiences, providing the 
child with many firsts in the acquisition of values. Here is where the child 
has his first opportunity to assign meaning to the roles of parent, grand- 

arent, child, brother, and sister. From the home arise the child’s feelings 


of adequacy and security. 
Perhaps Overstreet has best expressed the influence of the home: 


The unique power of the home stems from the fact that it gets the 
new human being first—before any other institution has had a 
chance to make an impression upon him—and it remains his chief 
environment for so long a time that its “design for living” tends to 
move into him (in psychiatric terms, to become internalized) and be- 
comes inextricably part of himself before the world outside has any 
consistent chance to exert a modifying influence. Thus, what life is 
experienced to be in the home becomes, in large measure, for each 
individual, what life is interpreted to be in the wider human sense! 


14 А. Jersild, Child Psychology, p. 117. 
15 B. Overstreet, "The Role of the Home in Mental Health,” in Mental Health in 


Modern Education, 54th Yearbook of the National Society for the Study of Educa- 
tion (Chicago: University of Chicago Press, 1955), p. 88. 
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The changing self is interpersonal and involves the child and his world. 
The self is changed by the active contact of the child's personality with 
the environment. Let us consider some of the things which stimulate 
change in the child and his personality. 

Sullivan believes the changing self to be influenced primarily by other 
people.!^ He expresses the idea that children's self concepts are influenced 
by “significant” people. The mother, in his theory, has. the first place of 
significance. The child's self concept changes in reference to the qualities 
of the mother he is able to internalize. ; 

The self does not continue along a smooth path toward greater self- 
realization and self-actualization. Each change carries with it the impulse 
to resist change as the individual tries to maintain his self concept. Thus, 
the self must be looked upon in a process of continuous change although 
directed by a central core of stability. 

The child may attempt to be like his image, as perceived by others, or 
his self concept may be changed in an effort to be like his "ideal self." For 
most children there is often a great discrepancy between their self con- 
cepts and what they would ideally like to, be. It is important that the 
teacher and parents be aware that the child tends to judge himself as he 
feels judged. To be adequate it is important that the real self and ideal 
self are similar.!7 

The self concept also changes as the child compares himself with his 
peers and engages in competition. In this measuring of self versus others 
new standards in self-evaluation are set. Changes in the self concept occur 
at any time in the child's developmental cycle; however, they are most 
likely to occur at the beginning of developmental phases. For this reason 
it is important to be alert to the onset of a new cycle or phase and the 
special opportunities available for influencing the self concept. 

From all of the possible human interactions it is to be expected that in- 
terpretations of some situations would be incorrect. However, if a child 
operates on the basis of faulty assumptions, the response he gets from 
others will tend to reinforce them. In this way, the faulty assumptions of 
the individual frequently become stabilized and set. 

John does not get along well in school. He complains about the teacher 
and his classmates and expresses discouragement with the school in gem 
eral. Only as John has the opportunity to have experiences which vill 
alter his concept about the work, the teacher, and his peers can his antici- 
pations be changed. Sometimes if the child is shown why he feels as he 
does, a realistic self concept may develop. Many of the faulty assumptions 


16 H. S. Sullivan, The Interpersonal Theory of Psychiatry (New York: W. W. Norton 
& Company, Inc., 1953). 
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of children are devices to protect themselves from change and new ex- 
periences. The child feels compelled to maintain his stability and preserve 
the attitudes and ideas which comply with his present self-image. New 
events are generally colored by past experiences and already established 
views. If he did not do well in arithmetic last year, he does not anticipate 
doing well now. It is therefore important to provide opportunities fora 
re-evaluation of the individual's experiences. The self concept will change 
as the child develops courage and confidence combined with a feeling of 


assertion. 


3. Give an example of a way in which an individual's faulty assumption 
eventually becomes established as a method of interpersonal operation. 
The faulty assumption can be about work tasks or social tasks, but 
illustrate its effect on the self concept and life style. 


кы. MALO з > o o ES 


The importance of commending a task well done is vital, the satisfaction 
having a positive developmental influence. A healthy self concept must 
include some degree of self confidence. 

Billy was a fairly good swimmer; yet he had not been able to pass the 
swimming test at summer camp. Each time he neared the raft, which was 
the destination for the test, he hesitated, turned, took hold of the accom- 
panying boat. Billy felt inadequate; he did not think he was able to reach 
the raft. Eventually he gained self-confidence through his instructor's en- 
couragement and later passed the test with the remark, "It's really simple." 

Billy's self concept now included new self-confidence and courage. 
These specific traits had not been part of his previous inner world and self- 
evaluation. Changes in the self concept, then, depend on the experiences 
the child is exposed to and the relative amount of opportunity for success 
and failure. As the child has his anticipations confirmed, the self concept 


is established. 


4. Jack, a fourth grader, does average work in ‘school except in arithmetic. 
Here he starts a few problems, appears to be quickly distracted, and 
never completes the task. What other information would you need 


about Jack to help him in arithmetic? Assuming there is no organic de- 


fect, how would you help him? 
5. One of the most vital functions to be performed by teachers is chang- 
ing faulty assumptions in relation to academic achievement. Take a 
specific area of study and grade level, and show how you would work 
toward this change. Give an example of a way in which the teacher or 
parent can change or can improve the child’s judgment of himself in a 


specific capacity or ability. s 
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RESEARCH IN THE DEVELOPMENT OF PERCEPTION 


There is a growing body of research related to the nature of perceptual 
development. Pastore, in a review of research, concluded that early per- 
ceptual development is primarily a function of maturational change and 
the increasing capacity to differentiate stimuli.!® 

Page replicated an earlier study of Piaget and found preschool children 
more successful in recognition, by feeling without seeing, of topological 
forms than of geometric forms.!? He indicated this was due to familiarity 
with these forms. Discrimination of forms appears to be related to early 
exposure to specific stimulus forms. This research has important implica- 
tions for readiness for learning. 

Cohen, Hershkowitz, and Chodack found younger children less certain 
than older subjects in their judgments regarding the comparative size of 
two stimuli.?? There was evidence that the central processes play an in- 
creasingly important role with increasing age; this is particularly true 
when data are ambiguous, inadequate, or judgments are contaminated by 
interference. 

London studied normal and maladjusted boys between the ages of four 
and fifteen, presenting them with a series of picture cards which gradually 
transformed an initial figure into a markedly different figure.21 He found 
that in the group of normal boys the older boys made more appropriate 
discriminations of the changes. The maladjusted boys generalized more 
than the normals so that the effect of age on discrimination was not so 
clear. The maladjusted made both earlier and later generalizations than 
the normal boys did. He concluded that in the development of normal 
generalizing there was a balance between much abstraction from little 
data and little abstraction from much data and that the mechanism which 
maintained this balance was related to socioemotional adjustment. 

Another indication of the increasing subordination of external stimuli 
to the control of central processes in the formulation of meaningful per- 
ception is found in the work of Ames.?? In a longitudinal study of Ror- 
schach protocols for subjects ages two to ten there was a steady decline 
with age in the objective use of form and detail as organizing stimuli, in 
contrast to steadily increasing scores on every other major variable. 


18N. Pastore, “Perceiving as Innately Determined,” Journal of Genetic Psychology, 
96, March 1960, 93-99. 

19 Е, I. Page, “Haptic Perception: A Consideration of One of the Investigations of 
Piaget and Inhelder,” Educational Review, XI, February 1959, 115-24. 

20 W., Cohen, A. Hershkowitz, and M. Chodack, “Size Judgment at Different Distances 
as a Function of Age Level,” Child Development, XXIX, December 1958, 473-79. 
21 P. London, “Developmental Aspects of Discrimination in Relation to Adjustment,” 
Genetic Psychology Monographs, No. 57, May 1958, 295-336, 

22 L, Ames, “Longitudinal Survey of Child Rorschach Responses: Younger Subjects 
Two to Ten Years,” Genetic Psychology Monographs, 61, May 1960, 229-89. 
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THE FAMILY'S ROLE IN THE CHILD'S SELF CONCEPT 


Studies of children in hospital nurseries shortly after birth reveal great 
differences in temperament. Some of these differences are due to vari- 
ances in physical constitution and others to the recently discovered pri- 
mary reactivity characteristics. However, the differences are variable 
enough to suggest that the child is a distinct personality from the very 
onset of life. 

The relationship of the parents to each other will have an effect on the 
child as he grows. The child has need for love, acceptance, limits, and con- 
sistency. When they are not supplied in adequate amounts, adequacy be- 
ing determined individually, the results of faulty training and faulty 
atmosphere are apparent. 

The child is always part of a family constellation. He is influenced by 
the interpersonal relationships he observes, even if they are only among 
the adult relatives. If he has siblings, his position in the family becomes 
another factor in the developing concept of self. His status as the oldest, 
middle, youngest, or only child can affect his behavior. The difference in 
age between siblings can be a factor in their assuming traits that might 
typically be assigned to a different position in the constellation. Certainly 
the sex of the children in the relationship will affect their interrelation- 
ships and the traits they develop. Parental preferences as to both sex and 
traits also must be considered. It is vital to recognize that in each instance 
the variables are different enough to bring about a unique individual. 
There is no set way of interpreting the significance of a particular atmos- 
phere or constellation without observing the behavior the child has pro- 
duced as a result of these factors. 

The home plays a major part in providing the atmosphere within which 
the child forms his style of life. Patterns of behavior which eventually be- 
come habitual and predictable are first practiced in this setting. It becomes 
evident, then, that those who have the first contact with the developing per- 
sonality of the child are at the frontiers of mental health. All techniques of 
child training, whether they relate to dependency, aggression, feeling, or 
toilet training, play a part in this unfolding experience. Parents need not 
become overconcerned about all their parental acts. The dangers of 
smother love have been well described in the literature. However, parents 
should be aware that whether they intend to train the child or not, the 
parent and child interaction has a training effect. x 

The child is exposed to a variety of methods. Parents soon recognize 
that what worked with Johnny is not so effective with Billy. The parents’ 
contacts with friends, the papers, books, and relatives bring changes in 
their methods. It is probably most vital for the formation of the self con- 


23 Thomas, et al., Behavioral Individuality. 
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cept that the child be exposed to relatively consistent behavior from the 
parents. Dreikurs has said: "The child must be clearly aware of what is 
expected of him before he can adjust himself properly. The more gener- 
ally applicable laws exist, the more quickly will he grasp their meaning.”** 
Security within the family gives a child a sense of worth and belonging 
and permits many problems encountered outside to be handled more ef- 
fectively. This is necessary for developing a feeling of adequacy. Children 
may suffer from the inconsistency of the parent. One day it may be accept- 
able for Jimmy to get into the cookie jar because it was done in such a 
clever manner, but the next time he may be severely reprimanded for the 
same behavior. These two experiences confuse him about the way to in- 
teract with his parents. Some inconsistency is valuable to enable him to 
handle the flux and change of the world outside the home, but it is:essen- 
tial that the child generally encounters consistent behavioral expectations. 
There is evidence that a considerable amount of acting out and delin- 
quent behavior is a form of testing by the child. For some children the 
parents' control is an indication of love and concern. When there is little 
control, they feel unloved and uncherished by the parents. Haimowitz, in 
his article "Criminals Are Made, Not Born," points out that delinquency 
frequently is a reaction to parental neglect. The child appears to be re- 
sponding to a feeling that his parents hate him or do not accept him. 
Haimowitz quotes research that shows delinquency is more closely related 
to this factor than to income, religion, or broken homes. In reacting to 
parental neglect, many children are really seeking a more adequate type 
of control system from the parents, 
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Love and warmth are essential, but there must be a balance. In a faulty 
relationship, Johnny may be so preoccupied with his self-enhancement 
that he cannot understand why another child does not give him the book 
he wants or why the teacher does not pay attention to him just when he 
wants her to. His relationship with his peers and the teacher will be faulty 
because of early overprotection. 

Too much praise and overindulgence by the parents can be just as harm- 
ful as the lack of it. Susie is a physically attractive child, and this is her 
basis for social position in the family. She therefore relies on her prettiness 
for acceptance and prestige instead of seeking to be accepted on the basis 
of the way in which she functions. Parents must be realistic in their evalu- 
ation of the child's ability so that the child is able to mect the expectations 
of other segments of Society. Overprotection which creates dependency 
in the child can hinder adjustment. When the child starts to school, he 
soon discovers that his every demand and wish are not granted. He must 
know how to handle this conflict, or he will be confused when the teacher 
does not act like mother in meeting all of his expectations and needs. 

Family expectations also affect the development of the self concept. If 
the parents have achieved a place of distinction, they may push their child 
to attain a similar goal. If they did not have the opportunity for education 
or the acquisition of a specific goal, they may try to force the child to 
reach goals they themselves were unable to achieve. The result may be to 
make the child feel inferior and inadequate, and the attainment of any 
goal becomes hopeless. The same self concept may result from the child’s 
attempts to compete with an older ¢ 


o younger sibling who is much more 
adequate or skilled in certain are 


as. No one is content to be inferior; there- 
fore, the urge for superiority may move the child to strive for recognition 
and acceptance in other ways. 

Threats to the self concept may be handle 
tain pattern is formed, it is difficult to change the individual's concept. 
However, a single threat will be less disturbing when many successes have 
been achieved. The feeling of adequacy once established is not easily dis- 
rupted. The child is more likely to feel adequate as he approximates what 
he believes he should be ideally. Marked difference between the se 
cept and the ideal self may result in feelings of inferiority and inadequacy. 

The parent should handle the child’s relationship to responsibility effec- 
tively, As the child attempts to help and assist the mother and, eventually, 
both parents, their attitudes should be accepting. Responsibility is a trait 
which develops through exercise. It does not appear automatically in a 
developmental sequence as an age-related trait, Responsibility can mature 
the child’s self concept and evaluation of self, and should be utilized regu- 
larly for this purpose. j 
. The parents’ most important role arises 
genuinely loved and accepted as he is, The 
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life and provides him with his early and most permanent self-definitions. 
It is in this setting that the early guidelines are formulated. Clinical studies 
point to a close relationship between parents’ attitudes toward their chil- 
dren and the adequacy of a child’s social and emotional adjustment. 


6. Janet, age eleven, is an only child. Her parents have high expectations. 
They provide her with every opportunity to take special lessons and 
visit places of interest. However, the relationship between Janet and 
her parents is poor. There is continual protest against her habits of 
personal cleanliness and her homework. How do you explain Janet’s 
behavior? Give some suggestions for improving the situation. 

7. How does the parents’ consistency or inconsistency affect development 
of the self concept? Give some illustrations of ways in which feelings 
of adequacy might be built through commendation and encouragement. 
Delineate clearly how you as a parent would utilize responsibility to 
facilitate the child’s total growth. 


THE TEACHER'S ROLE IN THE CHILD'S CONCEPT OF SELF 


b When the child moves from home to school, he is introduced to a whole 
| new world where his parents are not available for support. School pro- 
vides the opportunity for a reformulation of the self concept. His first 
dependency move may be to the teacher whose relationship with him will 
be most significant in terms of his evaluation of self as an achiever. Gradu- 
ally, his dependency shifts to the peer group. During the early school 
years the child sees himself through the eyes of his peers, and his self con- 


cept is very directly affected by their attitudes. It is essentially from this 
group that he achieves his identity. 


8. If the peers play an important part in the formulation of the self con- 
cept, how can the teacher and the parent utilize the child's experiences 
with them for the development of a healthy self concept? What types 
of peer experiences would tend to produce feelings of inadequacy? 
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Insofar as the teacher follows the pattern of the home, the child has no 
reason to question the universality of the feelings and prejudices he has 
already learned. However, when the teacher differs from the home, the 
child must face decisions and a growing need for self-judgment. He is con- 
fronted with the fact that patterns may be different from those at home. 
and he must make decisions which might cause him to lose esteem with 
one significant person or another. 


The school provides the child with a new world that operates under 
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new conditions and requires him to observe limits set by a new series of 
authority figures. This both expands the child's experiences and requires 
him to cope with new demands and restrictions. Schools serve to provide 
considerably more than routine academic stimulation. Since the school is 
concerned with the child's social adjustment, the teacher is active in shap- 
ing the child's goals, concepts, convictions, and attitudes. He provides the 
experiences and environment within which concepts, convictions, and as- 
sumptions are formulated. Olson provides us with a concise summary of 
research in this area: 


Recent studies of the classroom emphasize the group climate as the 
most important factor in the child's socialization at school, the 
teacher as a principal agent in establishing this climate, and the 
interpersonal relationships as the method for establishing the proc- 
ess. Thus the class, in addition to being a place for the provision of 
content of instruction in the formal sense, is also a laboratory for 
social learning.?9 


The child recognizes the change in his psychological status soon after 
he enters school. He cannot be as important in the eyes of his teacher as 
he is in the eyes of his mother. The love relationship is different. His 
typical methods of obtaining attention must be changed. Some of the 
things which were effective with the mother no longer work, but he may 
be amazed to find that other attention-getting devices are once more ap- 
plicable. At any rate, he is certain to recognize that his significance in the 
larger school circle, in contrast to the family circle, is diminished. 

The preparation that the child receives for school attendance plays an 
important part in his feelings about the experience. The parent who uses 
school as a threat by saying "Teachers will take care of that kind of be- 
havior" is giving the child certain expectations about the schooling experi- 
ence. The child who comes from a home which sets limits and provides an 
intellectually challenging environment is more likely to feel that school is 
an opportunity, not a punishment. 

The self concept develops continually out of new relationships. When 
starting with the child, the teacher is not completely free of preconceived 
notions about his function. He may have had encounters with the mother 
that lead him to expect certain responses by the child to his actions. А 
teacher who has the opportunity to know well the mother of а 
often account for many of the child's reactions. Obviously, 
suing teacher has to work in the shadow of her pupils’ previous experi- 
ences. It is well to recall that the teacher of thirty pupils who were in the 


same class the year before can still expect thirty different sets of interpre- 
tations about the role of teachers. 


pupil can 
then, each en- 


26 Olson, Child Development, p. 228. 
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> 9. How might the teacher get access to the differentiation between the 
child's concept of self and his ideal self? Which instruments in Chapter 
ПІ would provide information on this problem? 


The child in school has to meet with peer relationships in a distinctly 
different setting from any he has previously experienced. In certain in- 
stances and at certain age levels it is more desirable to act in accordance 
with the teachers wishes to gain peer acceptance. Other situations de- 
mand that the child act in a nonconforming manner in order to obtain 
peer acceptance. 

The child's sense of belonging in the classroom group can be facilitated 
by the teacher. A good understanding of group dynamics contributes to his 
efforts to increase the child's feelings of belonging. Manv group techniques 
are available to assist the child in fulfilling his social and psychological 
needs. Teachers should be aware that frequently the most annoving chil- 
dren need the most help in formulating the self concept. emn be- 
havior is really an expression of psychological needs. If we observe the 
interpersonal behaviors in the child's psychological movement, we can be 
alerted to his needs. It is the aggressive show-off defending himself against 
his inferiority who most needs help and at the same time is most unbeara- 
ble to the teacher. Suppressing the annoying behavior accomplishes little. 
Interpreting it correctly as an expression of a need for guidance enables 
the teacher to plan to meet the individual's specific needs and attempt to 
switch him to active-constructive patterns of behavior. The way in which 


the teacher manages the demands of the child certainly influences his self 
concept. 


коес сысы + Шш ————— m 


10. Give some examples of behavior which might be indicative of specific 
needs. Make a classroom or playground observation with the een 
goal in mind of observing behavior which might be indicative af spe 
cific needs. Make a classroom or playground observation with the 
specific goal in mind of observing behavior and relating it to the ex- 


pression of psychological needs. Can you determi 
child's self concept through сыл ard E^ 


eee 


A study of the child’s performance in specific subject-matter areas may 
produce clues to the self concept. Difficulties in spelling may indicate a 
resentment of order as represented in a very orderly subject. Difficulties in 
mathematics sometimes are found in children who doubt their ability to 
solve their problems. These are only generalizations and must be > 
sidered in terms of a specific individual. 1 


Many children are discouraged about their ability to perform satisfac- 
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torily in school work. This discouragement is usually reflected in accom- 
panying misbehavior. The teacher should be continually aware of his role 
in helping to shape the child's concept of self as an achiever, and par- 
ticularly as an academic achiever. The continual series of interactions be- 
tween teacher and student sets up certain anticipations, and eventually 
the child operates on these assumptions as though they were fact. Thus, it 
behooves the teacher to utilize all available techniques to assist each child 
to feel adequate at appropriate levels in academic achievement. A worth- 
while task for every teaching staff early in the school year might be a 
study of each child's assets. If nothing else, this would shift their diagnos- 
tic focus from an overconcern about what is wrong with the child. Also, 
the teacher who requires himself to seek the strengths in each child ac- 
quires the base for a good relationship and a strong motivational tool. 


11. School psychology has often been accused of taking a primarily di- 
agnostic point of view and affording little treatment. If you look at 
many typical psychological reports, vou often cannot determine the 
psychological strengths of the child. Through analysis of a classroom 
group, try to make a list of assets—strengths and adequacies—for each 


of the children you are observing. 


Many of our dropouts and underachievers are children who have de- 
veloped feelings of inadequacy about academic tasks as a result of their 
early contacts with teachers. 

Two major conditions in school hinder children from acquiring healthy 
attitudes of self-regard. First, the schools, by the nature of their present 
setup, continually impress upon large numbers of children the idea that 
they are not adequate. Children who lack the intellectual aptitudes which 
are typically rewarded in school meet failure and rejection on a large 
scale. The schools tend to reward children who perform well and to ex- 
pose those who may not be able to compete equally to situations in which 
they are destined for failure. Also, general school policy encourages chil- 
dren to learn different types of academic material, but little about them- 
selves and their important interpersonal relations. 

Davidson and Lang found that children's perceptions of their teachers 
feelings toward them correlated positively and significantly with their 
self perception.?* In other words, the child with the most favorable self 
image was usually the one who perceived-his teacher's feelings toward 
him as being favorable. Also, the more positive the child's perception of 


27 Н. Davidson and С. Lang, “Children’s Perceptions of Their T. A i 
toward Them Related to Self Perception, School Achievement, mad ни I dag 
of Experimental Education, XXIX, December 1960, 107-18. E Jouer 
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his teacher's feelings, the better was his academic achievement and the 
more desirable his classroom behavior as rated by the teacher. Thus, we 
can see a continuum of interaction set up by the teacher's evaluation of 
the child's work and behavior. 

Brandt and Perkins, in a study related to the work of the Institute of 
Child Study at the University of Maryland, also found that teachers who 
had completed several years of child study and who were actively en- 
gaged in an intensive study of child development were able to promote 
healthier personality growth in children as defined by congruency be- 
tween the self and the ideal self.” It appears evident, then, that the basic 
incentive which the teacher can furnish is her acceptance and approval of 
the child as he is; as the teacher communicates this feeling to the child, 
the positive appraisal serves as a catalyst for growth in all of the child's 
capacities. 

As the child develops, he is exposed to cultures and subcultures. He is 
identified in terms of his socioeconomic status, religious beliefs, physical 
characteristics, abilities, talents, character traits, social relationships, and 
attitudes. In each situation he comes into contact with people who have 
preconceived opinions about people with either some or all of his charac- 
teristics. Frequently their judgments may be faulty and their past experi- 
ences narrow rather than broad, but this will not deter them from arriving 
at a decision about him. The effect of their actions will bring some changes 
in his self concept. Each individual continually has experiences which 


cause him to reformulate the self concept. His creative self causes him not 
only to be selective in his perce 


unique manner. 

Trager and Yarrow in The 
effect that teachers have on 
are developed at a very earl 
importance of acquainting t 
municate to children withou 


ptions, but also to use his experiences in a 


y Learn What They Live show clearly the 
the development of prejudice? Prejudices 
у age, and Trager and Yarrow point to the 
eachers with the prejudices that they com- 


t awareness. It would be im 
i wareness. portant also that 
teachers uncover their students prejudices and seek ways to alter them. 


Trager and Yarrow report an interesting experiment which demonstrated 
how prejudice could be lowered through teacher action. The techniques 
involved developing an understanding of human velatiohe problems Pus 
dren's needs, democratic values, and a concomitant willingness to acce t 
responsibility for intercultural education. ? X 

It becomes increasingly evident that the child must be encouraged to 
make the most important discovery of all, himself, and that the school 
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must participate in the development of self-understanding. Facilitating 
the child's ability to draw upon his feelings, to face his feelings, to experi- 
ence and live comfortably with them, should be part of the educational 
experience. Jersild has regularly pointed to the importance of developing 
courses in human behavior and self-understanding of motives.?? Materials 
developed by Dr. Ralph Ojemann at the University of Iowa help to pro- 
vide resource materials for the teaching of self-understanding in the ele- 
mentary school?! It is important to recognize that by. the time the child 
matures into adulthood, learning about the self becomes an extremely 
complicated process. He has already learned to compensate, repress, pro- 
ject, displace, rationalize, and defend in order to maintain the self. Early 
education in self-understanding might make it possible for the individual 
to live more comfortably without the continuous utilization of defense 
mechanisms. 


у Ee 

| 12. Investigate thoroughly some of the materials on self understanding as 
adapted for childhood education. You might read some of the material 
by Jersild on education in self-understanding, perhaps beginning with 
the article “Self-Understanding in Childhood and Adolescence,” (see 
Selected Readings at end of chapter) or you might secure pamphlets 
from the University of Iowa on basic mental health approaches. Eval- 
uate this material, and give some indication of its potential value in 
the classroom. What are some other ways in which self-understanding 
might be facilitated through the facilities of the school? 


a eee 
SIGNIFICANT OTHERS IN THE CHILD'S SELF CONCEPT 


As previously mentioned, Sullivan has stressed the role of significant 
others in the formation of the self concept. He begins by placing an em- 
phasis on the child's mother, but the theory is broad enough to expand to 
other significant people with whom the child comes into contact. As the 
child moves away from the home, he develops a growing attraction to 
peers combined with less dependence upon parents. The peers available 
in the community set certain models for behavior. They provide a contrast 
to the values and standards of the home. They afford another opportunity 
for choice and decision. Some research has indicated that the self 
of the child is often most like that of his best friend. 

Children get ideas of what is expected of them from others. The self 


concept 


30 A. Jersild, “Self Understanding in Childhood an 
ogist, No. 6 (1951), 122-26. 


31 К. Ojemann, A Teaching Program in Human Behavior d M 
City, Ia.: State University of Iowa, 1960). a ental Health (owa 


d Adolescence,” American Psychol- 
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concept is really determined by the way in which the child perceives cer- 
tain crucial experiences. Originally these experiences are with mother, 
family constellation, and the school. Eventually they are expanded to other 
experiences within the neighborhood with both peers and adults. Con- 
tacts with official public servants, the police, and religious leaders provide 
feedback for the self concept. The general community attitude toward 
children can either enhance or restrict development: It would probably 
be highly advisable for communities to work toward the development of 
community councils which include children. It is in this type of atmos- 
phere that feelings of adequacy can be most readily developed. 

"The community and its citizens have a real role to play in the formula- 
tion of self concept. The child becomes increasingly aware of the role of 
his parents and siblings in community life. The respect and status awarded 
them, or withheld from them, he experiences, and this has its effect on the 
development of self. Father's position in the community or Mother's con- 
cern for the total community life can affect the child's status. Equally im- 
portant, though, is the way the family feels about community Ше. The 
child is not forced to accept the views of his parents, but the opinions 
they hold about the community and the way in which those opinions are 
presented provide him with material to interpret and to internalize. 

Among the varied forces in the community with whom the child comes 
into contact are group or recreational leaders, ministers, religious instruc- 
tors, social workers, doctors, nurses, the police, and other public servants. 
All of these people have their own concepts about children and how to 
relate to them, and the quality of these relationships has a major influence 
on how the child feels about the community. He learns from what people 
say about various people in the community, 
more as a result of his personal ex 
meanings he assigns to them. 

The immediate neighborhood in which the child г 
contact with neighbors who value 
hood which accepts child life as it 


but he internalizes much 
periences with these people and the 


esides brings him into 
children in various ways. The neighbor- 


| 91 is and subscribes in practice to the view 
that children are not miniature adults provides a healthy atmosphere for 


the self concept. This does not imply child-centered communities, but 


rather mutual respect and a recognition that both adults and children have 
responsibilities and rights. The child who can 1 


cooperation in his community is afforded a 
social interest and social concern. 

The effect of the community and its many agencies on the child’s ex- 
periences are inextricably interwoven with his experiences at home and in 
school. The whole milieu for child training is set in the community, which 

establishes the schools and awards stipulated values to its professional 
school staff. The community makes decisions about the types and amounts 
of services the school can provide and assigns the teacher a socioeconomic 


earn the true meaning of 
greater opportunity to develop 


DEVELOPMENT OF THE SELF CONCEPT 


status. All of these acts have a subtle effect on the experiences which the 
child interprets. 


THE SELF CONCEPT IN BEHAVIOR 


То guide the child's personal development, begin by seeking to under- 
stand the reasons for his behavior. This process can be expedited if you 
proceed from a frame of reference. 

Billy is a seventh-grade boy whom all of the teachers label a trouble- 
maker. He is big, agile, and resistant to teacher demands. He has a long 
record of unsatisfactory pupil-teacher relationships. However, Mr. Benson 
at the Y.M.C.A. considers Billy an outstanding leader and a most coopera- 
tive boy. Here is the same child exhibiting different behàvior. 

Why the difference? There are many possibilities. One obvious differ- 
ence is in the nature of the tasks—recreational at the Y and academic in 
school. Another is the variance in disciplinary procedures in the two set- 
tings. The difference between Mr. Benson and Billy's female teachers 
could produce some of the variability in behavior. Instead of mechanis- 
tically assigning causal relationships to external factors, however, let us 
consider another possibility. 

We know from experience that many big, agile boys match Billy's de- 
scription generally, except that they fit well into the school situation. 
Other boys at the Y.M.C.A. also have many of Billy’s physical attributes 
but are not accorded the same kind of recognition as Billy. 

You must recognize the distinct, unique set of experiences that causes 
Billy to act in such apparent contradiction. He brings to each situation his 
own unique pattern of behavior, his characteristic approach or style of 
life, His past experiences plus the meaning he has given to them cause 
him to react differently at school and at the Y. His self concept, which in- 
cludes his values and his interpretation of his past experiences, can ac- 
count for the seeming inconsistency. 

Joan is a second grader, who is both well-behaved and popular with her 
peers. However, her academic work falls below the expectations of all 
diagnostic testing. Although successful in many areas, production in school 
is a problem. Here again it is interesting to contemplate what causes Joan 
to fail to live up to expectation. It is vital to know how Joan conceives of 
school and its tasks. What have been her past experiences, and what in- 
terpretation has she given to them? The key to Joan’s lack of success may 
lie in her concept of self as an achiever, What is not logical to the ob- 
server may be very logical from the point of view of the behaver. 

It seems to be a truism that the child can succeed even if all others have 
lost confidence in him, but never if he has lost confidence in himself, His 
self concept is built upon the treatment he receives from others. Respect 


207 


208 


DEVELOPMENT OF THE SELF CONCEPT 


and love build a worthwhile concept; criticism and contempt suggest to 
the child that he is of little worth. Frequently a child develops a strong 
feeling of inferiority or inadequacy because of well-intentioned but poorly 
received criticism. It is important to design processes that further the 
growth of children without lowering the child's self-respect. An effective 
learning situation is one that succeeds in increasing the child's respect for 
his own worth. A concept of real worth leads to humility whereas lack of а 
sense of worth leads to contempt for others and bragging. 

Because of the potency of the desire to be accepted as a participatin 
member of the group, it is a painful experience for any child to feel in- 
ferior or unacceptable. Such feelings restrict the development of social 
interest and have a negative effect on the formulation of the self concept. 
The child will experience some feelings of social inferiority in the process 
of growing up іп а world of adults, but he should not continually be made 
unsure of his social position. Feelings of social inferiority and inadequacy 
elicit two possible responses. The child tries to compensate, or he with- 
draws. His compensation may be direct or devious, It may be through 
useful means or on the less constructive side. It is difficult to predict the 
direction in which the child will proceed, and we should be alert to the 
fact that the process of maturation does not automatically bring about a 
positive change in the self concept. In some instances it merely increases 
the child's ability to utilize ineffective psychological attitudes; for exam- 
ple, he may become more competent at rationalizing, 

A number of factors contribute to the devaluation of self—inferiorities 
of an organic or physical nature; feelings about strength, coordination, and 
skill; physical unattractiveness; and the like, We should remember, hows 
ever, that the child's heredity is not as important as what he chooses to do 
with his potentialities. 

Any situation in which the child senses th 
motes development of the negative self co 
faulty self-evaluations, and it is the role of the significant adult to build 


the child’s strengths in contrast to stressing his weaknesses, Perhaps an 
attitude of patience and solid faith in the child’s ca E 


at he is "less than others" pro- 
ncept. Inferiority feelings are 


» the stress should be o 
nh A 
tion rather than a cute; attractive, or hands ow they func 


Children see and perceive the world d 
the conflict between parents and childre 
perception. Obviously this is also true of 
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allow him to learn from the consequences of his faulty perceptions. The 
adult can help develop experiences that permit a new view of life instead 
of strengthening faulty assumptions. 

Frequently, in attempting to supply group motivation, we fail to recog- 
nize the importance of understanding a group's frame of reference. For 
example, a school was concerned about the dirt and litter on classroom 
floors and desks. To alleviate the situation, the teachers and administrators 
decided to give awards at each grade level for the neatest room. They 
soon found fairly intensive competition for the awards in the lower grades, 
and, conversely, an increasing amount of clutter in the upper-grade rooms. 
Obviously, the awards had value for the younger children, but were 
viewed as badges of dishonor by the older children. 

This illustrates clearly the importance of seeing the motive and the 
value system from the point of view of the behaver and not just from an 
external frame of reference. In considering many of the topics and research 
studies reported in this book, always ask, “What was the self concept of 
the individual or individuals under study?" Too frequently research is 
designed in such a way that it neglects this subjective aspect and deals 
with children at particular age levels, heights, weights, and mental ages. 
Sufficient evidence is now available to make us question research efforts 
which do not also involve a study of a child's subjective approach to the 
task. 


I SSS 
13. From the readings list or research journals select several articles which 
consider the self-concept factor as a variable and several others which 
do not. How does failure to account for the self-concept factor affect 
specific research? 


E ——À——M———MM———— ee ee 


In the development of the human being, basic mistakes and faulty views 
tend to emerge in the child's logic. If we get to know a child well, some 
are revealed in feelings of being helpless, hopeless, very special, no good, 
etc. As we become aware of the faulty assumptions and conclusions of the 
individual, we can predict more adequately the ways in which he will 
function, eventually identifying a type of life style. The individual, for 
example, may feel, "I only function when I am approved,” or, “I belong if 
Iam the boss.” Others may feel, “My place is being intellectually superior 
or physically superior." Some operate on the assumption, "Others Should 
take care of me.” Obviously these faulty styles of life hinder the individu- 
al’s capacity to function. 

The style of life can be understood more adequately as we permit the 
child to express himself, as we observe closely, 


and as we use so f 
techniques described in Chapter III. PS 
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THE ADEQUATE AND THE INADEQUATE SELF CONCEPT 


Merely noting the way in which the child responds to the varied ex- 
periences provided in the modern school can produce many insights in a 
person who is trained to look below the surface. Predictions that influence 
future behavior, as well as retrospective analysis of causes, can be made 
when the purpose is understanding the individual and effort is concen- 
trated toward seeing meaningfulness in the totality of psychological moye- 
ment. 

With this approach the individual's purposes can be brought into focus. 
His self concept can become apparent. It requires seeing the child as part 
of society and interpreting his actions instead of merely reacting to them. 
Attempting to understand the why behind behavior is challenging, like 
the person with defective eyesight who gets his first pair of glasses, you 
encounter an entire new world. Б 

Some distorted views may become a part of the developing self concept, 
although bearing no relationship to the objective situation. However, the 
reality of the self concept requires the individual to act as if they were fact 
and not fiction. If, for example, he feels inadequate to the task, his be- 
havior will reflect that conviction. 

Larry is observed in a reading lesson. His progress appe: 
He has not been differentiated from the group as being less than adequate. 
His parents have high ambitions, and he has an older brother, Charles; 
who has accelerated development and has made supe с 
development of his reading skills. The parents have commended Larrv's 
successes, but they have also compared him to the accelerated brother. 
Larry has interpreted his situation as a failure to achieve the expectations 
of his parents and his brother. He cannot be satisfied with being EM 
best. His school performance is good, but not good enough in his ee: His 
private logic interprets his skills as being inadequate, and he bes " 
function to full capacity. 1 

Here objective scores and skills lose meaning. You must know what the 
scores mean to the individual here and now. Feeling inadequacy is a dis- 
HAS A and Larry will operate in reading situations just as if he were 


The Smiths had three girls before Bobby was born. Mrs. Smith had not 
been well, and this was their last child. The arrival of a Бау did. Lol 
ra- 


tion from parents, siblings, and grandparents, Attention was showered 
Bobby for any accomplishment. His every move was watched cl ES А 
all of his needs were supplied almost instantaneously His Boi у 
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who did not bestow special attention, he either had to adjust or meet with 
continual disappointment. Bobby had some freedom to choose his behav- 
ior response, especially while he was young, but as he grew older it be- 
came increasingly difficult to modify his concept that he was something 
special. 

Some children receive so much that they develop a pattern of expecta- 
tion and feel they are entitled to this type of treatment. Freudians refer to 
this as the oral personality, Adlerians as the getting type. The person who 
feels he is entitled can never get enough. No matter what is done for him, 
he expected it, and now what will be done next? This distorted view de- 
velops in a variety of ways and is a great hindrance to the development 
of concern for others, cooperation, and social living. 

Janet was raised carefully to do what was just right. Emphasis was 
placed on being good, nice, and right. Avoiding what was bad, naughty, 
and wrong was regularly stressed. Janet's mother used encouragement ex- 
tensively but mainly associated it with being proper. All rewards were 
related to this type of behavior, and the girl developed a strong aversion 
to anything that did not receive parental approval. 

As Janet came into contact with other children, she readily pointed out 
their errors and did not hesitate to identify ways in which she was su- 
perior. This child's view was distorted in that she failed to value and re- 
spect people who did not meet her standards. Some children are raised in 
situations in which they hear about or experience the hostility of people 
closely associated with them. The human mind has a great capacity to 
generalize and can shortly transfer these feelings to all with whom it 
comes in contact. This kind of person can ascribe evil purposes to the 
best intentions. 

No matter how distorted a person's views, for the individual who holds 
them they are as efficacious as a creed, and his interpersonal relationships 
and daily decisions are based on them. It is often difficult to understand 
the religious or political ideas of those who hold opposite views. In one 
sense distortions in the self concept place people in a world of their own. 
They play the game by their own rules, running from home to third base 
rather than first, and criticize those who function in what we consider to 
be a more orthodox manner. 

It has been established that the individual is continually striving to find 
and maintain his place in society. Distorted views make it most difficult 
for an individual to relate to others. Each distortion serves to raise barriers 
and keeps him from his goal of being accepted. Nevertheless, those with 
experience in counseling attest that it is frequently difficult to get the in- 
dividual to recognize these attitudes as mistaken perceptions. 

In order to help a child having difficulty in adjustment, you must first 
change his self concept and convictions. Studies have demonstrated that 
anxiety is lessened when the person can maintain his self image and func- 
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Чоп according to anticipation.9? This illustrates why the delinquent or 
misbehaving child may actually be less anxious when he is functioning in 
antisocial ways. 

Poor self concepts, with their accompanying lack of confidence in mas- 
tery of the environment, usually accompany deficiency in the child's 
School performances. Coopersmith found in a study of fifth- and sixth- 
grade children that a correlation as high as .36 could be found between a 
positive self concept and school achievement.?? A considerable body of 
evidence indicates that a child with a poor self concept tends to be more 
anxious and less adjusted, less effective in groups and in the tasks of life, 
whether they be work, social, or sexual, than a child with a more adequate 
self concept. 

In studying self concept it is important to assess the role of defense 
mechanisms, which play an important part in the development of distorted 
views. Defense mechanisms are means of adjusting to reduce tension. 
They permit the individual to protect his self-esteem and faulty view of 
life, and at the same time they defend the individual against tension or 
anxiety. Some of the more common mechanisms include: rationalization, 
giving good logical reasons instead of the real reason; projection, protect- 
ing the self from recognizing its own undesirable qualities by assigning 
these qualities to others; identification, taking other people’s qualities as 
their own and empathizing their successes particularly and possibly their 
failures; repression, the unconscious denial of impulses; compensation, 
making up for weakness in one area by excelling in another, 

Defense mechanisms enable a person to change the meaning in a situa- 
tion or to arrive at distorted meanings. The child soon learns that defense 


mechanisms enable him temporarily to live more effectively in his social 
world. For a time they solve problems, 


If the mechanisms are viewed as 
place, they take on new meaning. 


I do strive to become proficie 


82 A. M. Walsh, “Self Concepts of Bright Boys with Le. 
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of the defense mechanisms. The goal of the individual is twofold, He seeks 
his position in society, but in this striving he is always influenced by his 
self concept. In seeking understanding, we need to ask specific questions 
about the specific child. Why does he need to rationalize? Why did ne 
choose to compensate in this particular manner? Why does he choose to 
identify with these particular people? Given a specific child, you can see 
the direction of his movement and analyze his goals. Remember that be- 
havior is not incidental or disjointed for the individual. Just as the puzzle 
fréquently appears unsolvable until a piece is turned in a different direc- 
tion and a new relationship seen, so do children’s actions seem unexplaina- 
ble until the meaning that the child assigns to our actions and his is 
understood. 

Learn to recognize the characteristics of the child who is developing an 
adequate self system and the child who is not. The traits discussed here 
are not always present in every adequate personality, but they will serve 
as guidelines, If we bear in mind that behavior is always a function of the 
total field at the time of action, it will enable us to use these constructs in 
the widest sense. Combs describes persons with adequate personality as 
those who: “(1) perceive themselves in essentially positive ways, (2) are 
capable of acceptance of self and others, and (3) perceive themselves as 
closely identified with others.”** 

The child who is developing an adequate personality has available a 
great store of positive perceptions of self which gives him the courage to 
function. He is not compelled to defend the self or to select experiences to 
fit faulty assumptions and perceptions. He is more open to total experi- 
ence and more free to choose. He can assess himself more honestly and 
accurately, and hence his ievel of aspiration tends to be more realistic. He 
does not need an immediate solution to all of his problems and is free to 
take a problem-solving approach instead. This type of child is spontane- 
ous, creative, original and is free of some of the forces which bear upon 
the child who feels inadequate. He trusts himself and is free to accept 
others without any negative anticipation that social interaction provides a 
bad experience. 

In contrast, the child who is developing an inadequate personality does 
not feel equal to the problems of life. He tends to think of himself as un- 
wanted, inferior to others, uracceptable, or incompetent. He has many 
negative definitions of self and lacks the courage to meet the demands of 
life's tasks. In the extreme, we find this in the delinquent and the emo- 
tionally disturbed who may be belligerent or aggressive as a cover-up 
protection from the revelation of what he considers to be his real self. 

This child sees life as a constant threat, and, being threatened, he tends 
to overreact. He may try too hard, brag too much, or in countless ways 


34 Combs and Snygg, Individual Behavior, p. 248, 
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strive to prove that he is adequate. He generally produces a rather set and 
inflexible behavior pattern, and his view of life makes him generally un- 
successful in his relations with others. 

The self concept is a most significant aspect of the individual. Consid- 
erable emphasis has been placed on knowing the child, usually by getting 
information about his background, intelligence, achievement, social rela- 
tionships, emotional development, and ir certain instances even his rate of 
growth. However, none of these directly identifies for us the child's con- 
cept of himself. This must come through more than cursory observation or 
attention to the various measurements typically obtained for an individual. 
One needs to know what the various traits mean to the child and what use 
he is making of them. How do they serve him in his interpersonal relation- 
ships? 

The developing concept of self is important not only for the child's ef- 
fectiveness as a learner, but also for his mental health. Therapists have 
come to recognize the importance of the self concept. Olson and Watten- 
berg stated: 


Mental health is dependent upon the strength of ego, the whole- 
someness of the self concept. As psychoanalysts gain more experi- 
ence with children as contrasted with adult neurotics, they fus 
more and more stressed understanding of ego psychology. Mean- 
while, the proponents of client-centered counseling, led by Carl 
Rogers, have found their work consisting largely of helping clients 
gain a self concept which leads to inner harmony.5 


IMPLICATIONS 


1. It is important for each adult, parent, and teacher to examine the 
significance of his role in the formulation of the child’s self concept. 

2. It might be well for each school to take a careful inventory of the 
way in which individual teachers affect the development of feelings of 
rcd pad the concept of self in children. 

3. The classroom atmosphere seems to be signi i i 2 
ings about self, and should be under continual uo TREE ги 

4. If children аге to develop feelings of adequacy, they should be given 
opportunities to share in real responsibilities, not tasks created to provide 
busy work. 

5. The teacher should continually examine ways in which she can get 
more information about the self, The variety of techniques suggested in 
Chapter III should be studied and examined in order to determine which 
produce the greatest amount of information for the individual teacher. 


35 W, Olson and W. Wattenberg, "The Role of the School in M E 

Ө, à ental Health," in 
Mental Health in: Modern Education, 54th Yearbook of the National Society for the 
Study of Education (Chicago: University of Chicago Press, 1955), p. 105. 
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6. Since self-understanding is a crucial area, the development of pro- 
grams like the one originated by Ojemann at the University of Iowa? or 
those recommended by Jersild?* should be considered for each school dis- 
trict and classroom. 

7. А continual child study program on an in-service basis through insti- 
tute days and workshops can provide opportunities for the development 
of child study skills in teachers. 

8. It seems pertinent to recognize that by the time the child enters 
school, a good part of his self concept has already been formulated. Per- 
haps schools would do well to devote time to preschool parent education. 

9. The role of the teacher in the formulation of the concept of the ade- 
quate achiever needs continuing attention. 

10. The testing programs of schools, which have been directed toward 
measures of intellectual achievement and interest, might well direct them- 
selves toward more effective ways of acquiring access to an understanding 
of the self. Teachers and administrators should be encouraged to collect 

full and more effective anecdotal records. 
` A. Methods of developing feelings of adequacy in the child through 
encouragement, love, and guidance should be utilized at all levels, and 
particularly in the elementary school grades. 

12. Parents should be helped to recognize that each child is unique and 
functions in terms of his self concept. Ways to create better relationships 
between parents and children should be devised so that true understand- 
ing is promoted. 

13. Research by Thomas and his associates indicates that child-training 
practices have different behavioral results, depending on the nature of the 
child.55 We must become more aware of the significance of the primary 
reactive characteristics of the child and recognize that behavior is not 
merely a direct result of parent or teacher management practices. 

14. As the child matures, external stimuli are increasingly subordinated 
to the control of perception and the central processes and socioemotional 
adjustment. A consideration of the area of perceptual development is in- 
creasingly important for educators in order to affect significantly the 
child's development. His perceptions must be considered as fundamental 
to the educational process. 

15. The child's productivity is affected by the manner in which he per- 
ceives the teacher's feelings about himself. Academic achievement and 


classroom behavior are enhanced when the child perceives these feelings 
_ as favorable. 


piemin, A Teaching Program. 
A. Jersild, Self Understanding in Childhood and Adolescence. 
38 Thomas, et al., Behavioral Individuality. үү 
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THE DEVELOPMENT OF 
INTELLIGENCE AND 
. MENTAL PROCESSES 


Intellectual development is, perhaps, one of the most misun- 
derstood areas of child study, Although parents and teachers 
both use the term IQ (Intelligence Quotient) frequently, they 
usually exhibit an unawareness of fundamental concepts re- 
garding intelligence. Some people, for example, equate high 
intelligence and the capacity to do school work. They often ask 
the question, “Why does Johnny who has a high IQ function 
poorly in school?” They assume that an intelligence test score 
is a complete predictor, encompassing motivational, emotional, 
and personality factors. A single score in a psychological study 
cannot tell us much about an individual; it is meaningful only 
in relationship to the total set of factors. 

Miss Iverson, a young teacher, is talking with the principal 
about her class. Results of the fall intelligence tests have just 
been given to the teachers, and she is attempting to relate her 
classroom experiences with the test scores. First, she is con- 
cerned about Fred. On the intelligence test he produced one of 
the highest scores in the class, However, she sees little evidence 
of high ability in his classroom performance or the completion 
of homework assignments. She asks, “Is it possible to have such 
an IQ and not really succeed in school work, and if so, why?” 
This immediately reveals a fundamental lack of understanding 
of what the score can tell us about an individual. 

She then looks at Susie's score, which is perhaps one of the 
lowest in the room, although still within the average range for 
Miss Iverson’s class. Miss Iverson takes exception to this test 
score, saying, “Why, Susie is one of my best students. She al- 
ways completes her homework assignments. She tries her hard- 
est, and she gets good grades on most of the tests.” How is 
Susie’s comparatively low score on this test and her successful 
classroom performance explained? Can a child’s IQ fluctuate? 
What would be revealed by a look at intelligence tests given to 
Susie in the past? Is it possible that Susie is in the category that 
is seldom mentioned with much concern, the overachiever? 


Has she, by dint of effort, been able to establish a position within the class 
that is considerably beyond her indicated potential? 
Mr. Delavan, the principal, says, 


Let's look at all the relationships that are involved. Yours is a sixth- 
grade class. We already have two other intelligence test scores on 
this group. Fred has a'ways scored high in potential ability, and we 
have as yet to see any evidence of this capacity within the class- 
room. However, when we look at the home and family relationships 
and some of the physical factors related to his case, it becomes ap- 
parent that his IQ score is probably accurate and that we need to 
devise new methods of encouraging him to function. What are some 
of Fred's interests? Is there any way you can work these into the 
classroom setting? 

As to Susie, her two earlier IQ scores were considerably higher and 
placed her in a more favorable position within the group. Since the 
IQ tends to fluctuate, Susie's highest score would remain most repre- 
sentive of her ability. No child is ever able to score higher than his 
capacity and perhaps Susie was not functioning at her best on the 
day of the test and hence produced alow score. A minimum esti- 

> mate of a child's capability is the child's highest IQ score. 


E e ——— eee айы 
l. Try to secure for analysis test results of a classroom group. You might 
volunteer to assist a teacher with the data on his pupils, whose names 
could be kept confidential. Compare the range in abilities and the vari- 
ance between IQ, grades, and achievement scores. What other Specific 
data would you need to explain paradoxes that appear? 


D Io NM 


АП teachers need help in learning to analyze the meaning of test scores 
more effectively, There has been far too much unsophisticated utilization 
of both intelligence test and achievement test scores in the classroom. The 
scores can provide us with a measure of individual differences in perform- 
ance in certain instances, but a single score should not be used to predict 
the potential of a given individual or to make permanent educational deci- 
sions. Perhaps a good policy for all teachers would be to recognize that 
test scores are most effectively utilized in the classroom in conjunction 
with other types of data. The teacher should also consider the child's 
personality, social development, physical makeup, concept of self as an 
achieving individual, and the way he has chosen to adjust to classroom 
expectations. 

As we begin our study of intelligence, some questions might be posed. 
First, what do we mean when we talk about intelligence? Is there only 
one kind, or are there several kinds of intelligence? Is the IQ constant, or 
does it fluctuate? How much is the IQ influenced by heredity, how much 
by environment, and what can an individual do to improve the IQ scores 
of a given set of children? Are cultural factors present which prevent the 
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child from scoring aswell as he might? Does the “culture-free,” “culture- 
fair” test really eliminate the factor of inequality of experience, and if we get 
a “culture-free” tcst, what kind of prediction does it give of functioning in 
schools that are closely tied to the culture? How is intelligence measured, 
and how often should it be measured in the schools? Is it possible for a 
child to raise his IQ through a change of environment, tutoring, intensive 
study, cramming, travel, and other types of experiences? How do emotions 
affect the intellect? Is it possible for emotional instability to affect the in- 
telligence score? 


CONCEPTS AND THEORIES OF INTELLIGENCE 


All of us have some idea of what we mean when we say an individual is 
intelligent or lacks intelligence. Actual observations of behaviors are com- 
monly used as indicators of intelligence. The speed and quality of an in- 
dividual’s response in a situation with intellectual components would 
certainly give us some idea of his intelligence. . 

The concept of intelligence has a variety of meanings, which are diffi 
cult to reduce to one simple definition, Intelligence has been defined as 
the ability to carry on abstract thinking, the ability to generalize, and the 
method of response to a problem situation. 

Since Alfred Binet stimulated more psychological research studies on 
intelligence than any other single psychologist, perhaps we should begin 
with his definition of intelligence. Binet believed that intelligence was a 
combination of capacities that enabled the individual to adapt and be 
self-critical. In his general-factor theory, he included the abstract, me- 
chanical, and social areas of behavior as part of intelligence, Binet was 
concerned originally with establishing an accurate diagnosis of the intel- 
ligence of the retarded. His task was to determine whether certain stu- 


proposed to set up a scale of 
mental processes. Among the 
processes he included memory, images, recall, and attention. He estab- 


lished an age-scale approach to intelligence and eventually began to in- 
clude children at all levels of intelligence. Binet made a most significant 
contribution to the study of intelligence. The construction of the intel- 
ligence scale and the emphasis on individual differ 
contribution to the measurement of intellect. 

The Binet test is based on an age-scale performance formula. The nor- 
mal child passes all items at age six when he is six, The normal eight year 


ences made a lasting 


y 


А 
THE DEVELOPMENT OF INTELLIGENCE AND MENTAL PROCESSES 


РА 


old has а mental age of eight, the normal ten year old а mental age of ten. 

Terman at Stanford University revised these scales in 1916, 1937, and 
1960. The scale at the six-year level investigates vocabulary, differences in 
the meaning of words, ability to pick out missing elements in a picture, 
number concepts, opposite analogies, and maze tracing. 

Lewis Terman first translated, revised, and published in 1916 a Stan- 
ford revision of the Binet-Simon test to be used in English-speaking cul- 
tures.’ In this work Terman defined intelligence as the ability to carry on 
abstract thinking and to utilize abstract symbols in the solution of prob- 
lems. Terman’s research seemed to indicate that vocabulary was the best 
single indicator of an individual's general intelligence. Terman’s revision 
of the Binet was redone in 1937 and then again, posthumously, in 1960; it 
provided psychology with an extremely useful predictor of the capacity to 
utilize abstract symbols in a variety of cultural settings. 

Not all psychologists have accepted Binet’s and Terman’s definitions of 
intelligence. Some have developed intelligence scales based on different 
assumptions, such as the Wechsler and Thurstone assumptions.” 3 

Charles E. Spearman began the transition from the general-factor the- 
ory to multiple-factor analysis, through his development of a two-factor 
theory of human capacity. He called the two factors involved in the in- 
tellectual performance of a task “G” and “S.” “G” underlies all mental 
functioning and is considered the common denominator in all sorts, of 
mental performance. This factor varies from individual to individual but 
is consistent in all aspects of a given individual's mental functioning. Since 
mental functioning in unrelated situations calls for different types of men- 
tal accomplishments, a specific factor must also operate in each situation. 
The factor “S” varies not only from individual to individual, but also 
within the individual, i.e., intraindividual variability. 

L. L. Thurstone was an important figure in the early development of 
factor analysis. He believed that a single intelligence index was inade- 
quate for the purpose of describing mental capacities. He believed that a 
great many factors entered into specific skills in a variety of combinations. 
Multiple-factor analysis was designed to discover and isolate fundamental 
human traits, and Thurstone was able to'isolate the following factors: 
ability to verbalize, word fluency, number facility, memory, visualizing or 
space thinking, perceptual speed, induction, and speed of judgment. The 


1L. M. Terman, The Measurement of Intelligence: an Explanation of and a Com- 
plete Guide for the Use of the Stanford Revision and Extension of the Binet- 
Intelligence Scale (Boston: Houghton Mifflin Company, 1916). 

2 D. Wechsler, The Measurement and Appraisal of Adult Intelligence (Baltimore Md.: 
Williams and Wilkins, 1958). POSTER 
зт. L. Thurstone, “The Differential Growth of Mental Ability" (Chapel Hill, N С, 
University of North Carolina, The Psychometric Laboratory, 1955), 2 
+ C. Spearman, The Abilities of Man (New York: The Macmillan Company, 1927). 
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results of Thurstone's- Analysis of Intelligence appears in the Primary 
Abilities Test (PMA) published by Science Research Associates. 

The 1963 edition of the PMA covers grades K-1, 2-4, 4-6, 6-9, and 9-19, 
The purpose of the test is to investigate primary mental abilities consid- 
ered most significant in schoolwork. As defined in the manual, the five 
primary abilities measured by the test are: 


V—Verbal Meaning: 

The ability to understand ideas expressed in words. In the later 
School years this is the most important single index of a child's po- 
tential for handling academic tasks. At the lower levels it is tested 
by a vocabulary test in picture form; at the upper levels, by a verbal 
vocabulary test. 

N—Number Facility: 

The ability to work with numbers, to handle sim le quantitative 
problems rapidly and accurately, and to understand and recognize 
quantitative differences. At the lower-grade levels, the N scores are 
determined by a pictorial test that requires no reading. Addition 
problems are also used. At the upper levels, arithmetical reasoning 
problems are included. 

R—Reasoning: 

The ability to solve logical problems. Separate measures of this 
ability are not provided in the batteries designed for grades K 
through 4. In the 4-6 battery it is measured by word-grouping and 
figure-grouping tests; at the upper levels, by word-grouping, letter- 
series, and number-series tests, 


S—Spatial Relations: 

The ability to visualize objects and figures rotated i 

relations between them. The test measuring this Ar ael 8 
every level of the PMA and is important throughout the school 


5 SRA Examiner's Manual, Primary M. 
Research Associates, Inc., 1963), p. 5. 
SE. L., Thorndike, The Measurem t i 

Columbia University, 1926). Of Intelligence (New York: Teachers College, 
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ж 
2. As you observe people about you, are you able to determine differences 
in their ability to do abstract, mechanical, or social tasks? How would a 
view of intelligence—abstract, mechanical, and social—affect your role 
as a classroom teacher? How might you go about investigating mechan- 
ical and social intelligence? How would the discovery of these factors 
serve asan encouragement to children who may not abstract well? 


SS hw yO 


A considerable amount of research has been based on factor analysis, 
and perhaps as many as fifty different intellectual factors may have been 
identified. J. P. Guilford has attempted through factor analysis to develop 
a unified theory of intelligence." He defines a factor as a unique ability 
needed to do well in a particular class of tasks. Guilford devised a theo- 
retical model of one hundred twenty cells, each of which represents a dis- 
tinct ability. In his model, the factors are classified in three fundamental 
ways: processes, such. as memory, cognition, divergent production, con- 
vergent production; contents or materials, such as symbolic, semantic and 
behavioral; and products, result of applying a particular operation to con- 
tent, including units, relations, and systems. 

Guilford speaks of several kinds of intelligence. Concrete intelligence" + 
enables one to use figural information; abstract intelligence affects abili- 
ties pertaining to both symbolic and semantic content; and, finally, social 
intelligence, which enables one to work effectively with people. Thus, 
Guilford presents us with a background which might eventually be used 
in understanding the development and the measurement of intelligence. 

From the phenomenological point of view, intelligence is a function of 
interaction. Intelligence is seen as dependent upon the richness and va- 
riety of perceptions possible for the individual at a given moment. Psy- 
chologists like Combs have pointed out that in most individuals the quality 
of perception hinges on the experiences the individual has accumulated 8 
Combs believes that the quality of an individual's intelligence is affected 
by exposure to a wide variety of experiences that permit him to improve 
perception, Implicit in the perceptual approach is the belief that а person 
will not behave any more intelligently than he believes he can. A child 
who is convinced that he cannot do arithmetic and spelling or understand 
geography will act in accordance with his convictions. To enable him to 
utilize his capacities, his convictions must be changed. Intelligence then is 
considered as a product of the interaction of a person and his perceived 
psychological environment, and the intelligence test does not accuratel: 
measure the potential differentiations the individual can make, but his 
functional perceptions. The phenomenologist would, therefore, caution 


1], P. Guilford, "Three Faces of Intellect,” American Psychologist, 14, August 1959. 
8 A. Combs, "Intelligence from a Perceptual Point of View," Journal of Abnormal and 
Social Psychology, 47, July 1952, 662-73. 
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users to recognize the factors that limit perception, such as physical condi- 
tions, opportunity, experiences, exposure to symbolic events, and the indi- 
vidual's own goals and values. 


3. What does Combs add to our understanding of intelligence? How does 
Combs differ from Thorndike, Thurstone, and Guilford? What is the 
difference between a psychology of possession and a psychology of use? 


MENTAL GROWTH 


As a child develops, he makes increasingly complex adaptive responses 
to his physical and social environment. Mental development can be in- 
ferred from this behavior. While children differ widely in both rate and 

è pattern of mental development, developmental progression cam be ob- 
served and, to an extent, measured. 

Mental growth curves have been developed for infants. In one of the 
earlier studies of mental development, a group of thirty-one male and 
thirty female infants were studied." During the first two years of life 
yearly increases in point scores were noted, as shown in the accompanying 
graph. Scores indicate that the infants’ mental development was rapid to 
about the ninth or tenth month, after which deceleration was evident. 
(Figure 8-1) 

Since tasks required on an infant test are of a motor and perceptual na- 
ture, behavior growth in the early months of infant development has been 
demonstrated to have little predictive validity for the later tests of devel- 
opment of intelligence. 

To understand individual mental development, it is necessary to study 
longitudinally the development of intelligence in individuals. 

Curves derived from averages of the mental development of a group of 
children differ from repeated tests of individual children over a period of 
time.19 

In any study of mental development, we should always be cautious 
about inferring the rate of development from mental test scores. These 
scores do not represent absolute measurements, the size of which are 
necessarily equivalent at each point on the scale. For example, the year's 
mental development, even in the case of an average child, may not be the 
same between any two successive years. The intellectual increment be- 
tween the ages four and five is not necessarily the same size as the incre- 


9 N. Bayley, “Mental Growth During th t TI > i lo 
QE eed renee uring the First Three Years,” Genetic Psychology 


10 E. Cornell and C. Armstrong, “Forms of Mental Growth Patterns Revealed by 
Reanalysis of the Harvard Growth Data," Child Development, XXVI (1955), 169-204. 
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FIG. 8-1 Mentol Growth Curve in Terms of Cumulative Point Scores 


From N. Bayley, “Mental Growth During the First Three Years,” in Genetic 


Psychology Monographs, Vol. 14 (1933), 39. 


ments between eight and nine or twelve and thirteen. We do not have an 
absolute scale for measurement in the intellectual area. 


Intelligence in young children is measured by functions considerably 


different from those used to measure older children. Thus, it is obvious 
that the scales are far from equivalent. On the Binet a four year old is 
asked to identify objects in a picture vocabulary, name objects from mem- 
ory, discriminate between forms, draw opposite analogies, and do simple 
comprehension items, At age eleven he would be required to produce 
а design from memory, comprehend verbal absurdities, define abstract 
words, memorize a sentence, solve problems, and indicate how certain ob- 
jects are similar. The abilities being measured at eleven are somewhat dif- 
ferent and cannot be assumed to be merely an extension or expansion of 
four-year-old abilities. 

Curves representing scores made on repeated administrations of tests 
may not reflect actual intellectual development. Courtis maintains that no 
single type of growth curve can adequately express the pattern of mental 
growth because of the nature of the items included on the typical intelli- 
gence test.!! These curves lack stability, he believes, because they do not 


11 S, Courtis, "The Measurement of Growth," Detroit, Mich.: 9110 Dwight:Ave., 1930, 
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measure a uniform function in a uniform manner. Courtis thinks adequate 
study of mental growth will come only when developmental progress in 
the performance of a single act is considered. Courtis indicates that we 
must get back to single-variable research if we are to study development 
accurately. Growth curves have value because they make it possible for us 
to note the child's rate of progress, spurts, plateaus, and regressions in re- 
lation to his unique pattern. 

Researchers in mental development have attempted to determine the 
point of mental maturity when mental growth ceases. The finding ‘of Ter- 
man and Merrill that mental age does not increase after the age of fifteen 
years has since been attributed to the limited ceiling on the 1937 Revision 
of the Stanford-Binet.!* Evidence based on a wider sample and retesting 
of the same population shows that the age of terminal growth may be 
twenty-five or even beyond. There are reports of gains in intelligence test 
scores at age twenty-five on the Wechsler-Bellevue, and even at age fifty 
on the Army Alpha and Concept Maturity Test. 

Bayley studied five boys from the age of one month to twenty-five 
years.'* She found that each child had an individual pattern, and after the 
infancy period there was an underlying pattern of development constancy, 
These five boys were tested at twenty-five years of age and all had con- 
tinued to improve in their Wechsler-Bellevue scores. Bayley indicates that 
the intellectual processes measured had not reached a ceiling, with four- 
teen out of fifteen participants continuing to show gains. Thus, the issue 
of terminal growth in development of a cognitive process varies consider- 
ably from individual to individual. 

Research in mental development has pointed to some general trends. 
During infancy and the preschool period, the abilities measured by intelli- 
gence tests are generally perceptual and sensory-motor in nature, Follow- 
ing this early stage of development, the elementary school years use tests 
in which abstract intelligence tends to be most important. Abstract abili- 
ties are highly correlated. During preadolescence and later on, tests show’ 
a considerable differentiation of intellectual abilities. Thurstone demon- 
strated a differential growth rate for mental abilities, Perception, reason- 
ing, and space abilities develop somewhat earlier than numerical and 
memory abilities, while verbal abilities develop more slowly." 

In its time, The Harvard Growth Study was probably one of the most 
comprehensive longitudinal studies in the field of physical and mental 


1? L. Terman and M. Merrill, Measuring Intelligence: A Guide to the Administration 


of a New Revised Stanford-Binet Test of Intelli B i і: 
сова f gence (Boston: Houghton Mifflin 
e A rid "On the Growth of Intelligence," American Psychologist, X (1955), 


14 L. L. Thurstone, The Differential Growth of Mental Abiliti 3 
University of North Carolina Psychometric Laboratory, 1955." No etape НП, 
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growth. Sore of the conclusions of Dearborn and Rothney are significant 
for our study of intellectual growth. 


1. Physical and mental growth are essentially individual affairs. No 
two cases have been found to have exactly the same developmental 
history as indicated in terms of their deviation from the averages of 
groups of which they are members. 

2. The relationship between physical measurements and mental 
measurements is so low that the knowledge of one does not enable 
us to predict the other. 

3. The use of different mental tests over the years indicates that 
each test is characterized by its own single and peculiar differences 
with respect to the problems of practise effect and its relation to 
individual test problems. 

4. The group mental tests used in this study yielded higher IQ's 
than the Stanford-Binet tests. 

8. In general, children tend to remain throughout the period of 
their mental growth (to age sixteen) in the same classification as 
they were at age eight. 

9. In general, individuals tend to perform at the same level on 
verbal and non-verbal material which appears in group mental 
tests. 

10. Complete substitution of non-verbal for verbal material in men- 
tal tests, would result in handicapping as many children as does the 
use of tests using verbal material only. 

1l. Mentai growth, as measured by the type of group mental tests 
used in this study, continues much beyond the age of adolescence, 
although with markedly decreased rate after the age of twenty. 

12. The possibility of using the percentage of growth, based on the 
estimated maximum growth of the individual, or of an unselected 
group, in preference to the mental age technique, and the inade- 
quacy of the commonly employed intelligence quotierit, as an index 
of mental growth has been demonstrated. 

13. The advantage of using individual growth curves constructed 
with the above described "growth unit" has been noted. 


15. Performance on mental tests does not seem to be related in any 
way with pubescent growth spurt.15 


In a more recent analysis of the Harvard Growth Study, Ethel Cornell 
and Charles Armstrong found general patterns of mental growth occurred 
in ѕригіѕ,10 

1. A single growth curve theoretically reaching maturity between the 
ages twenty-six and twenty-seven, maturity being indicated by а mean 
level of ability regarded as just above average. 

2. Two growth curves—the earlier one terminating around age thirteen, 
the second one not becoming evident until age fifteen or sixteen, with ma- 


15 W, Dearborn and J. Rothney, Predicting the Child's Development (Cambridge. 
Mass.: Sci-Art Publishers, 1941), p. 341. $ 
16 Cornell and Armstrong, “Forms of Mental Growth Patterns,” 
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turity theoretically indicated at about twenty-three to twenty-four years of 
age, at a level slightly above average. (Female) 

3. Two growth curves—most rapid development from nine to thirteen; 
the later period one of slow increase with maturity theoretically reached 
at age twenty-eight to twenty-nine years, at the highest mean level of 
ability of all the patterns. (Male) 

Individual differences in mental growth are observed in early infancy. 
When compared to a group, the mental growth of children seems to re- 
main at a fairly fixed position, unless some serious changes in conditions 
of development occur. The child who fails to grow consistently cannot be 
predicted. The growth curve of intelligence can be generalized, but with- 
out certainty because of individual differences in both rate and maximum. 


4. What are the implications of the nature of mental development for the 
instructional process? How much information regarding the mental de- 
velopment of a child do you feel is important for classroom planning? 


ccn BC ELLEN LEE Nb rm | 


Nancy Bayley pointed out some striking examples of variation in men- 
tal growth.!? One child in her study, Mark, varied from his highest score 
when tested at one month, to group norm at one year, to the lowest one- 
fourth at two years; he remained at this position relative to the group un- 
til age seven, then rose steadily until he received the following IQ scores: 
at nine years 117; at ten years 122; at twelve years 130. Gerald, the bright- 
est six month old, was consistently slow from then on, scoring 85 at nine, 
84 at ten and 76 at eleven. Charles rose from the twenty-fifth percentil: 
at age one year to average intelligence at four years and scored 146, 149, 
and 153 at nine, ten, and eleven years of age. These scores would place 
him in the ninety-ninth percentile of the Stanford-Binet scale, 

In the Berkeley Guidance Study, one girl rose from the thirty-first per- 
centile at twenty-one months to the ninety-ninth at six years, Another at 
the same age dropped from the fifty-fourth to the sixth percentile, These 
extreme variations are not the rule, but they do show the danger of trying 
to predict the IQ, particularly in the early years. 

The age at which an individual ceases to grow in intellectual ability 
may range from adolescence to the twenties. Increases in ability after the 
age of twenty appear to be horizontal—in other words, an extension of 
knowledge. 


Our study of mental growth curves indicates the necessity for a revised 


11 N. Bayley, “The Role of Intelligence" in Mental Health in the Classroom, ed. P. 
Witty, 13th Yearbook of the Department of Supervisors and Directors of Instruction 


of the National Education Association (Washington, D.C.: National Education Asso- 
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conception of intelligence by the schools and teachers. It seems reasonable 
to suggest that the research presented should shake the belief of those who 
tend to think that a single intelligence test will predict a mental growth 
pattern, 

To speak of the constancy of the IQ without considering the many fac- 
tors which affect this score at different age levels is to disadvantage a great 
percentage of the children. The use, in the elementary school, of IQ scores 
for the development of homogeneous groups becomes a particularly naive 
concept. Constancy of the IQ can now be disputed, and teachers, adminis- 
trators, and psychologists would do well to consider problems involved 
both in the measurement of intelligence and the mental growth curves be- 
fore attempting any early classification of individuals. 
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5. If there is adequate evidence that the IQ is not constant at certain 
stages of development, what does this imply for the use of IQ's in the 
school? How much does a first-grade intelligence test result tell the 


fifth-grade teacher? 


6. In Mr. Hurley’s fifth-grade class Joan has an IQ of 115, Jack 117, Janet 
115, and Bill 95. What does this information tell him about these chil- 


dren? What questions would you have about these scores? 


FACTORS INFLUENCING INTELLIGENCE 
Physical and Hereditary Factors 


А natural endowment unfolds maturationally and sets limits on poten- 
tial intellectual functions. This native intellectual endowment varies among 
individuals, and its maturation is hindered or assisted by the type of stim- 
ulation available in the environment during the early years. By comparing 
increments in mental and physical growth in curves of mental and physi- 
cal development, Abernethy found that rates of physical and mental 
Browth were essentially unrelated within the normal range of individual 
differences 18 He believed that the entire period of development is in- 
volved in determining the small positive correlations typically found be- 
tween physical and mental growth during childhood. UR 

Olson and Hughes found a general correlation of all aspects of с ү ‹ 
Srowth when plotted according to derived age values.!? Examples of this 
Stowth pattern for two children are presented in the figure 8-2. 


So 5 Abernethy, "Relationships Between Mental ana Pya Growth,” Monograph, 
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199 gopment, ed. В, С. Barker (New York: McGraw-Hill Book Company, 1943), pp. 


230 THE DEVELOPMENT OF INTELLIGENCE AND MENTAL PROCESSES 


Name Date of Birth Kaze Date of Birth 


ea ВЕ ШШЕЈ 
48 60 72 64 96 100 120 132 144 48 бо 72 84 96 108 120 132 144 156 
Chronological Aga Chronological Age 
нец - Carpal Age - —..—..— Helght Age - 
ight Age 2 Age PRU S: 


Grip Age ~ 


The general “going-togetherness” of all aspects of child growth in two 
children (A and B) who are developing at different rates of growth. The 
separate curves represent height age (HA), reading age (RA), weight 
age (WA), grip age (GA), carpal age (CaA), mental age (MA), and dental 


age (DA). Note that the units along the ordinate are in terms of derived 
growth ages.” 


By permission of W. C. Olso d B. i i pii bi 5 
ment, eds, Barker, n ani O. Hughes, in Child Behavior and Develop. 
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Shuttleworth, who worked with data from the Harvard Growth Study, 
also found that both boys and girls with early maximum-growth ages in 
standing height proved to be more intelligent than children with late max- 
imum-growth ages.?? His findings support the evidence of Abernethy, Ol- 
son, and Hughes that growth proceeds in patterried fashion. 


Environmental and Cultural Factors 


Investigations (conducted since the beginning of psychological research) 
tend to show that the higher the socioeconomic status, the higher the 
average intelligence of the children. The basic question is whether higher 
socioeconomic position helps to raise the level of intelligence or, more 
simply, whether intelligent people rise in the social scale? It has been 
demonstrated that the intellectual level of the underprivileged can be im- 
proved by raising their socioeconomic levels, especially if an early enough 
start is made. However, not every child gains and the degree of improve- 
ment varies greatly. The culturally rich home environment tends to lift 
the IQ, some believe as much as twenty points, while the home environ- 
ment devoid of positive cultural influences, may lower the IQ as much as 
twenty points. More adequate research on this issue is still needed. Some 
problems obviously exist in failure of the tests to equate for cultural dif- 
ferences, 

What does the upper socioeconomic group provide that results in a 
higher intelligence quotient? The most important factors appear to be 
nutrition, adequate medical attention, security (derived from freedom 
from economic deprivation), and exceptional educational advantages. A 
child, devoid of advantages in the area of food, clothing, physical and 
mental care, is frequently a culturally deprived child who scores low on 
the intelligence test. The most extensive documentation of the significance 
of experience in determining the growth of learning ability has been made 
by Нап?! { 

During World War II, armed services tested the intelligence of people 
from all sections of the country. Scores were found to parallel the amount 
of money per pupil spent on public schools in the various states. Men from 
states with high educational expenditures had the highest average IQ 
Scores, 


Some argue that tests favor the upper socioeconomic group. This argu- 


20 F, Shuttleworth, “The Physical and Mental Growth 
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ment is made particularly by people interested in developing the culture- 
fair tests.?? 

The upper socioeconomic classes provide advantages, but psychologists 
believe that a “good psychological home" is more important than a home 
with just economic advantages, since every child has a unique set of na- 
ture and nurture experiences. The family atmosphere and family constel- 
lation for him are different from his brothers' and sisters. The child has a 
distinct primary reactivity pattern and a capacity to use the nature and 
nurture factors in a distinct and unique manner. 

The nature and nurture, or, hereditary and environment problem is not 
easily solved. Most research studies on this problem are inconclusive. The 
best conclusion to date is that the influences of heredity and environment 
are inextricably interwoven, and, hence, it cannot be demonstrated that 
one is a more significant factor than the other. 


Emotional Factors 


Richards studied the development of a disturbed boy, with an emphasis 
upon the relationship of intelligence-test performance at various ages to 
the child's life situation during the same period.?? He produced two sets 
of data, test scores and a history of the individual's adjustment at the time 
of each testing. The intelligence testing showed the following results on 
the Stanford-Binet at various ages: the average IQ for all testing was 124, 
the individual IQ's fluctuating between 117 and 140. There are four trends 
in the curve he obtained for IQ's between the ages of three and ten. First, 
a rise of eleven IQ points from age three to four, then a drop of thirteen 
points from five to six, a rise again of twenty-five points from:six to eight 
years, and finally a drop of eighteen points from eight to ten years. The 
boy, referred to as Bobbie Jones, was studied at the Fels Research Insti- 
tute. The Fels Parent Behavior Scales were used several times throughout 
the years. Projectives tests such as the Rorschach and the Thematic Apper- 
ception Test were available. (Figure 8-3) 

Bobbie's father, a college graduate with an IQ of 127, was a business- 
man in moderately good circumstances. 'The child's mother had some col- 
lege training and had done secretarial work before marriage. During the 
first five years Bobbie seemed to lead a normal life, perhaps with a greater 
than usual attachment to the mother, although he was also close to his 
father. The father played with and read to the boy frequently. During the 
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FIG. 8-3 Changes in IQ in an Individual Child 


period from five to ten, immediately preceding the rise in IQ, the father, in 
addition to active business during the day, started a company which took 
most of his evenings. Bobbie saw less of him, but they continued to have a 
good relationship. In the period from age six to eight, when the IQ rose 
twenty-five points, during the middle of the second grade, he was switched 
from a stern disciplinarian to a more sympathetic teacher. He continued 
with her through the remaining year and a half. Thus, he spent a year and 
a half of the two years during the ages six to eight with this teacher. At 
the same time, his father gave up his night work and started spending con- 
siderable time with Bobbie. Whereas, the father had formerly been tense 
and nervous because of the two jobs, he became a new man, more thought- 
ful and easier to live with. The Fels Parent Behavior Scales applied to 
the home during this time showed that the home was always well-adjusted 
and democratic but that it now accentuated these characteristics. It was 
during this period that Bobbie's IQ was 140. Thereafter, in the later phase, 
the home atmosphere was more severe with less devotion, affection, and 
support of Bobbie. 

During the last phase, ages eight to ten, when the IQ dropped eighteen 
points, Bobbie's "understanding" teacher became a tired and inactive 
teacher and eventually experienced a tumor operation. Bobbie himself 
was promoted to the fourth grade, where he had a severe teacher. In sum- 
marizing this history, Richard commented on the following points: the 
school situation, which fluctuated with the rise and fall in IQ; the role of 


the father, which fluctuated with the rise and # 


all in IQ; and the fact that 
the highest IQ was obtained during the period in which the child-centered- 
ness of the home was at its highest. 
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7. Discuss the significant factors which affect the possession and use of in- 
telligence. What can teachers or parents do about these factors? 


Family Resemblances 


A number of investigations on intelligence have explored the relation- 
ship between parents and their own children, parents and adopted chil- 
dren, twins, and siblings. Leahy noted that the coefficients correlation 
between intelligence in parents and adopted children correlated about .20 
while coefficients for own children were generally found to be about .50.24 
This might be considered a significant difference since adopted children are 
generally assigned by agencies on the basis of a fairly high relationship 
between the parents, the child, and the educational setting of the home. 

Many studies have shown that in general we can demonstrate a correla- 
tion of about .50 between the intelligence of fathers or mothers and their 
children. This same approximate correlation has been found between sib- 
lings, who live in somewhat the same environment. 

Correlations between the intelligence of identical twins who have de- 
veloped from the same fertilized ovum usually range between .70 and .90. 
Newman, Freeman, and Holzinger found that the IQ's of twins who ex- 
perienced the same environmental opportunities and education were on 
the whole closer than the IQ's of twins whose environment and education 
differed considerably.25 They also noted that identical twins who were 
reared apart were, as a group, more alike than siblings who were reared 
in the same home. 

Honzik suggested that there is а significant relationship which changes 
with age between parental ability and the child's intelligence test scores.2° 
For example, she found a shift from a coefficient correlation of about .05 
between mother and child at age two to a coefficient as high as .35 at age 
five and thereafter. Data from Skodak in the same figure show similar rela- 
tionships between the adopted child’s IQ and the true mother's education. 
Honzik concluded that the parent-ehild correlations reflect individual dif- 
ferences which are largely determined genetically. 

Shields did a study of forty-four monozygotic, or one-egg twins with 
exactly the same hereditary equipment. He found a correlation on intelli- 
gence of .76 when these twins were reared together, a correlation of .77 
when reared apart, and a correlation of .51 in dizygotic twins where he- 
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FIG. 8-4 Education of Mother in Relation To Child's 1Q 


Reproduced by permission of Marjorie P. Honzik, “Developmental Studies of Parent- 
Child Resemblance in Intelligence,” Child Development, 28 (1957), 215-228. Cour- 
tesy of the Society for Research in Child Development. 


reditary equipment is not identical?! This points to the strong influence 
of heredity. 


School Factors 


A basic question is the extent to which the child’s intelligence is influ- 
enced by the type of schooling he receives and the time he receives it. 
There have been some investigations in connection with nursery school and 
the raising of a child’s IQ. Olson and Hughes found that nursery school 
children from privileged backgrounds did not differ significantly in intel- 
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lectual growth from nonnursery school children who also came from privi- 
leged backgrounds?? Remember that these children came from homes 
where nursery school experiences could add little to the nurture of the 
child's intellectual development. In this study, then, no special intellectual 
effects were attributed to nursery school and kindergarten attendance for 
children who experienced adequate nurture in their own homes. 

Skodak and Skeels did a study in an orphanage, which provided a mini- 
mimum amount of stimulation and opportunity and in which, as a result, 
were many deficient and deprived children available for research.?? Two 
groups were used in this experiment—an experimental group and a control 
group. Both groups remained residents of the orphanage, but for several 
hours each day the experimental group attended a nursery school. Skodak 
and Skeels found the children who attended the nursery school over a pe- 
riod of twenty months showed on an average a gain of 4.6 points in IQ, 
with some individuals showing larger gains. During this period, the 
control children showed an average loss of 4.6 points. It was also demon- 
strated that gains in social and emotional areas were much more impres- 
sive than IQ gains. 


PREDICTING INTELLECTUAL GROWTH, CONSTANCY 
AND RELIABILITY IN INTELLIGENCE TESTS 


Tests are used not only to determine the present status of the individual 
but also to make predictions about his future growth and status. In order 
to make an effective educational decision, we need to have the best pos- 
sible measures of intelligence available, 

Anderson concluded that the prediction of later status from early test 
scores will be less accurate the younger the child is at the time of first test- 
ing or the longer the interval between tests,20 

After the appearance of speech in the child, tests begin to have greater 
predictive value. In general, it could be concluded that indices for pre- 
diction of future development are quite ineffective until the age of six or 
seven. Some of this ineffectiveness is due to the fact that infant intelli- 
gence tests deal with functions that are quite different from those on tests 
used during the elementary school years and adolescence. There are many 
reservations about items on the Gesell Schedule for predicting intellectual 
status which are administered prior to age two or even age five. 


28 W. Olson and B. Hughes, "Subsequent Growth of Children with and without 
Nursery School Experience," National Society for the Study of Education, Intelligence: 
Its Nature and Nurture, 39th Yearbook, Part II (Bloomington, Ill: Public School 
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Intelligence is a developing function and the stability of measured in- 
telligence increases with age?! Bayley did a comprehensive study of the 
intellectual growth of forty children between ages one month and eight- 
een years of age, which showed wide differences in the growth pat- 
terns of individual children in the area of mental ability.?? The shifts were 
almost unpredictable, occurring at all age levels and in a wide range of 
abilities. In an article in the American Psychologist, in 1955, Bayley pre- 
sented some of the different patterns of intellectual growth between one 
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FIG. 8-5 Individual Curves of Intelligence 


Individual curves of intelligence of five bo: 
years. The scores on the ordinate have bee: 
from the 16-year-old mean, all in direct 
standard deviation (here called 16-D scores 
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month and twenty-five years of age.?? The data clearly illustrate differen- 


tial periods of acceleration in individuals. . 
* 


FOSTERING THE GROWTH OF INTELLIGENCE 


Factors have been identified as beneficial to the growth and develop- 
ment of intelligence. The psychological climate that the child is raised in 
is one of the most significant. The child needs to feel accepted and valued 
as an individual. His ideas, thoughts, and even idiosyncracies should be 
listened to, accepted, and discussed in a mature fashion. He should not be 
laughed at as immature because he has an idea that is different. Instead, a 
climate should be created in which having unique ideas and making con- 
tributions to family living are rewarded. 

The implication is that the child must be encouraged to make choices, 
solve problems, and become independent in his thinking. This type of be- 
havior should always be reinforced and encouraged. It is also vital that 
the child be provided with materials and information which permit prob- 
lem solving. He should be allowed to develop new uses for old tools, to 
see new relationships, to do creative writing, and to have access to a wide 
variety of experiences and books. 

The family needs to provide a system for the regular recognition of 
achievement in the intellectual area. There should be an atmosphere 
which provides stimulation for all kinds of broad intellectual growth and 
which permits the child to work on his developmental problems and devel- 
opmental tasks. He should be made aware of the alternatives and then 
encouraged to solve the problem. Adults need to have faith that children 
can learn from the consequences of their decisions. 

The growth of intelligence is dependent upon a stimulating atmosphere 


and a creative relationship with the significant adults both in the home 
and in the school. 
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8. Formulate some specific recommendations for the promotion of intel- 
lectual development during the preschool, primary, 
junior high years. What are the respective roles of 
and teacher in these plans? 
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MEASUREMENT OF INTELLIGENCE 


Schools and placement agencies have bee: 
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intelligence testing because of its implicatio 
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tests attempt to predict the individual's capacity to function generally in 
tasks that require scholastic aptitude. They measure the individual's ability 
to cope with situations requiring the exercise of mental processes and try 
to measure the ability to comprehend the situation, apply past experi- 
ences, and solve the problem presented. 

Tests are designed on the premise that intelligence can not be measured 
directly but is inferred by the observation or evaluation of behavior. Be- 
havior has been grouped at various chronological age levels, and decisions 
have been made as to what is intelligent behavior for a given age level. 
The measurements are converted into norms for representative groups of 
a population, so that eventually individuals can be classified as having in- 
telligence like a typical five year old or eight year old. Some tests, like the 
Kuhlmann-Anderson, used a median score in an attempt to avoid the 
averaging of scores in determining the norms. 

Most tests of intelligence place a premium on the ability to do abstract 
thinking through the use of symbols. Vocabulary also is of great impor- 
tance in measuring intelligence. Many psychologists believe that as a child 
matures his vocabulary is the best single indicator of intelligence as re- 
lated to scholastic aptitude. This measurement of vocabulary can be made 
in an individual test, such as the Stanford-Binet or the Wechsler Intelli- 
gence Scale for Children, or in group testing. 

For a long time, test makers have been concerned with the problem of 
avoiding measuring only differences in cultural opportunities or educa- 
tion. An effective test item combines a criterion of novelty and univer- 
sality. It is novel in the sense that it has not been encountered before by 
individuals taking the test; it is universal to the extent that all, at a certain 
level, may have had some experience related to it. 

The group intelligence test has frequently been shown to have a high 
relationship to the extent, level, and quality of the child's educational ex- 
perience. When we speak of measuring intellectual potential or “native 
capacity," therefore, we need to be aware of the overlapping of heredi- 
tary and environmental factors. 

The teacher and school administrator must be aware of some of the 
problems involved in the measurement of intelligence. We must not as- 
Sume that tests with similar titles measure similar behaviors. We must 
always determine whether the group on which the norms for this test were 
based is comparable to the children we are testing. It is also pertinent to 
recognize that tests with dissimilar titles may actually measure the same 
thing. It is quite applicable in testing to ask, “What’s in a name?” Intelli- 
ence testing with children must hold to a definite concept about what the 
test items are seeking to predict. 

Psychologists engaged in test construction also need to recognize the 
Cyclic nature of mental development. At certain times mental development 
Proceeds more rapidly than at other times. Those who use intelligence 
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tests in the schools should recognize that children with identical IQ's sel- 
dom function identically. One reason for this could very well be that they 
had acquired their mental-age points on different kinds of abilities and 
tasks. 

Inhelder and Piaget also found differences in the modal age of children 
at а given stage on two different tasks.?* The age level for attainment of a 
given stage appears to be specific to a task rather than general, so that the 
child can operate at stage two on one task and at stage one on another. 

The first individual intelligence test was the Stanford-Binet. Originally 
devised for use in dealing with a specific problem in France, it was later 
revised by Terman and then Terman and Merrill, and has been used ex- 
tensively in the United States. The test items in this scale have been ar- 
ranged in the order of empirically determined difficulty from the age of 
two upward. Items are always scored on a pass or fail basis. There are six 
test items at each half-year level from age two to five and six items at 
each yearly age level thereafter until the age of fourteen. Thereafter, the 
test provides for average and superior adult levels. The items have been 
arranged so that the normal child of a given age is expected to perform at 
his chronological-age level. Retarded children perform below the level, 
gifted children above. 

Another frequently used individual intelligence test is the Wechsler 
Intelligence Scale for Children (WISC), which the psychologist uses diag- 
nostically to determine areas of strength and weakness. The Wechsler 
test, developed and originally copyrighted by David Wechsler in 1949, 
abandoned the concept of mental age originally introduced by Binet in 
1908. The Wechsler test has instead worked on the basis of a deviation 
intelligence quotient. The IQ is obtained by comparing the child's test 
performance with the scores earned by individuals in a single age group, 
not with the composite age group. This was done in an attempt to keep the 
standard deviation of IQ's identical from year to year, so that a child's 
obtained IQ does not vary unless his actual test performance as compared 
with his peers varies. The Wechsler test also permits development of a 
verbal, performance, and total or full-scale intelligence quotient. The ver- 
bal factors include information, comprehension, arithmetic, similarities, 
vocabulary, and digit span. The performance factors include picture com- 
pletion, picture arrangement, block design, object assembly, coding, and 
mazes. 

Group intelligence tests are frequently used in the schools to make edu- 
cational decisions. Close analysis reveals that many mental-ability tests 
being widely used are really strictly measures of classroom achievement, 
while others are quite independent of classroom instruction. The person 
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who selects or uses tests needs to know what the test actually measures. 
Individual deviations due to motivation, fatigue, distraction and the like 
may not be noted in a group-testing situation. 

The following list includes some of the tests now being used in the pub- 
lic schools: 


l. The California Test of Mental Maturity. Authors, E. T. Sullivan, 
W. W. Clark, and E. W. Tiegs. Publisher, California Test Bureau. Grades 
four to twelve. 
2. Cattell Culture-fair Intelligence Test. Author, R. B. Cattell, Pub- 
lisher, Bobbs-Merrill Co., Inc. School-learned skills not required. Grades 
three to twelve. . 
3. Differential Aptitude Tests. Authors, G. Bennett, H. Seashore, and 
А. Wesman. Publisher, Psychological Corporation. Items generally well- 
constructed and frequently used in grades eight to twelve to make edu- 
cational and vocational decisions. 
4. Lorge-Thorndike Intelligence Test. Authors, I. Lorge, R. L. Thorn- 
dike. Publisher, Houghton Mifllin Company. А promising instrument for 
predicting achievement in grade one. Series considered to be a well- 
constructed set of growth scales. 
5. Science Research Associates Tests of General Ability (TOGA). Au- 
thor, J. C. Flanagan. Publisher, Science Research Associates. Measures 
cultural understandings and reasoning with geometric forms. 
6. Henmon-Nelson Tests of Mental Ability. Authors, T. A. Lanken, 
M. J. Nelson. Publisher, Houghton Mifflin Company. Places a. great 
emphasis on reading; scores tend to correlate well with teacher grades. 
Grades three to twelve. 
7. Otis Quick Scoring Mental Ability Tests, Author, A. S. Otis. Publisher, 
Harcourt, Brace & World, Inc. Grades four to twelve. Places a great 
emphasis on school skills. 
8. School and College Ability Tests (SCAT). Author, Educational Testing 
Service Staff. Publisher, Educational Testing Service. Grades four to 
twelve. A new test, which provides both a verbal and a quantitative 
score. Considered to be a good measure of school-learned abilities. 
9. Kuhlman-Anderson Intelligence Tests. Authors, F. Kuhlman and 
R. C. Anderson. Publisher, Personnel Press, Grades three to twelve. Well- 
constructed and considered to be one of the better measures of growth 
available. Emphasizes both reading and achievement skills. 
10. S.R.A. Primary Ability Test. Grades four to twelve. Authors, L. L. 
Thurstone and T. G. Thurstone. Publisher, Science Research Associates. 
Grades four to twelve. Stresses reading, arithmetic and reasoning abilities. 
Because the testing field is frequently under attack from critics of ed- 
ucation, it is important that the teacher and the parent understand more 
adequately the school testing program and some of the significant con- 
cepts related to it. Robert Bauernfeind's Building a School Testing 
Program (Boston: Houghton Mifflin Company, 1963) is recommended 
to those interested in investigating testing problems further. 


9. What are the crucial questions to ask in setting up a school testing pro- 
gram to measure intelligence and achievement? Plan an elementary 
school testing program to cover just these two areas. Defend your pro- 


gram and the instruments selected in terms of your school's educational 
objectives. 
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INTERPRETATION AND USE OF TEST RESULTS 


Individual tests permit a more reliable measure of intelligence than a 
group test. The motivation and effort produced are more uniform when 
the child works under the supervision of an examiner in a one-to-one rela- 
tionship, and the examiner can observe the individual to determine if there 
is sustained effort and attention. 

You should always be aware of the standard ‘error of measurement for 
any test you use. For example, an IQ of 90 should never be thought of as 
exactly 90, but rather between 80 and 100. The instruments used for meas- 
urement are not precise, and the scores should not be taken as exact meas- 
urements, 

Test results should be considered in terms of the reliability of the instru- 
ment. Has it been demonstrated that the test yields approximately the 
same result when applied to a number of children of the type you are 
concerned about? Also, is the test valid in the sense that it has accurately 
predicted the kind of precise information that you need for the decision 
you have to make? Are the norms representative of the characteristics of 
the group that the child being tested has to compete with? Are the size of 
the norm population and the recency of the sampling adequate? 

A reading disability frequently affects IQ test performance on paper 
and pencil tests. Some evidence indicates that where reading is acceler- 
ated, the IQ is equally accelerated, whereas the child who is slow or re- 
tarded in reading may produce an intelligence score lower than his 
potential. Such factors as those related to reading can be checked out 
through the use of the individual test. It is also possible to give nonverbal 
tests to clarify the effects of a reading disability. The culture of the indi- 
vidual, his background, and previous set of experiences should always be 
considered to see whether they are comparable both to the norm group 
and to the groups with which he is currently competing, 


10. If you can get access to individual and group scores on intelligence 


tests, determine the amount of variation between the scores, and de- 
velop an explanation of the variation for these children. 


(ste se E FT EM 7 ае es 


In interpreting the results of tests, the culture and environmental oppor- 
tunity of the child must be taken into consideration. The same score means 
one thing^in a child from deprived circumstances and another in a child 
from a rich cultural environment. The teacher should remember that IQ's 
9n group tests may measure abstract intelligence or scholastic aptitude 
and that this is only one type of ability. Group tests rarely measure the 
ability to work with things or with people, nor do they measure the ability 
to solve many concrete, practical problems. The child who scores low on 
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group intelligence tests generally has trouble with academic work. How- 
ever, he may have a good ability in mechanical, social, artistic, or other 
areas. Thus, tests may tell us not only what behavior is present and what is 
not present but may give us clues for other types of investigation. 


———————————  —— ee у. 0000 


11. How can the teacher get clues about the presence of mechanical, so- 
cial, artistic, or creative abilities in a child without using tests? 


Since tests can be interpreted in a variety of ways, those who use the 
tests must learn to recognize the meaning of the test score. The accom- 
panying chart (Figure 8-6) gives a picture of the normal curve of dis- 
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FIG. 8-6 Normal Curve of Distribution 


From Test Service Bulletin, No. 48. New York: The Psychological Corporation, 
Distribution labels have been superimposed. 
v 


tribution and the meaning of relative scores as expressed in percentages, 
standard deviations, cumulative percentages, and percentile equivalents. 


READINESS TESTING 


A significant evaluation problem for the school is the widely varying 
capacities evident in the functioning of children as they enter kinder- 
garten and first grade. An effective readiness test should provide the kind 
of information that makes it possible to adapt the educational program to 
the individual. It is quite evident that capacities develop at different rates 
in different children and that chronological age is an extremely poor meas- 
ure to attempt to correlate with any given ability. Although we accept the 
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fact that children do not begin to speak or walk or sit up at the same age, 
our schools seem to assume that children are ready to learn on the basis of 
chronological-age factors. е 

When accurate readiness information is available early enough, educa- 
tional planning can be devised to create the most successful experience 
possible for the individual. In the past, readiness tests have generally been 
group tests of the paper and pencil variety. The Metropolitan Readiness 
Test is a good example. It attempts to determine readiness for learning by 
measuring a number of different skills which contribute to success in 
schoolwork. Group intelligence tests have also been used to measure the 
general mental maturity of the beginners. Tests used in this manner would 
include the California Test of Mental Maturity Pre-Primary Series, the 
Detroit Beginning First Grade Intelligence Test, Kuhlmann-Anderson 
Intelligence Tests, the SRA Primary Mental Abilities, and the Pintner 
Non-Language Primary Mental Tests by Rudolph Pintner of Teachers 
College, Columbia University, New York. 

Individual tests of readiness have received increasing attention. The 
Brenner-Gestalt test is an example of an individual measure of school 
readiness. The test is comparatively brief, taking about 10 minutes to ad- 
minister individually to each child, and measures whether the child is able 
to work with certain concrete number concepts. Does he recognize the 
number a set of dots represents; can he count the number of dots in a 
given set? He is also asked to reproduce a sentence and to reproduce a 
Gestalt figure. The final part of the Brenner-Gestalt Test requires him to 
draw a man. Dr. Anton Brenner of the Merrill-Palmer Institute, Detroit, 
Michigan, has set up a scoring system and a set of standards to evaluate 
readiness for school work based on these measures. 

Another individual measure of school readiness is the battery of tests 
developed by Frances Ilg and Louise Bates Ames of the Gesell Institute 
of Child Development.* This test determines a developmental age by giv- 
ing the child a battery of behavior tests, including an interview; writing 
of name, address, letters, numbers; copy forms; Gesell incomplete-man 
test; right and left test; Munroe visual one and visual three; naming ani- 
mals; giving home and school preferences; Lowenfeld mosaic tests. Tables 
of norms for each test are also available. These tests are designed to be 
used at the entrance to both kindergarten and first grade. They are set up 
so as to project a total view of the child and his readiness for the varied 
tasks of school. 

The revised Stanford-Binet has also been used frequently to determine 
readiness for school tasks. The Psychological Corporation has been inter- 
ested in this problem and as a result has undertaken development of a 


35 ; 
CF and L. Ames, School Readiness (New York: Harper & Row, Publishers, Inc., 


THE DEVELOPMENT OF INTELLIGENCE AND MENTAL PROCESSES 245 


test to measure intellectual functioning in children age four through six 
and one-half years, the period just prior to formal schooling. In general, 
this new test is a downward revision of the WISC that operates as a dis- 
tinct and separate scale. The Wechsler Preschool and Primary Scale of 
Intelligence consists of the following items: information, animal house, 
vocabulary, picture completion, arithmetic, mazes, sentences, geometric 
designs, block designs, similarities, and comprehension. This test was 
standardized during 1964. 


c де ML EU URN 

^ 12. If your instructor has access to individual readiness testing materials, 

| contrast these materials with group measures of readiness, and make 
a practical recommendation for evaluating 250 kindergarten children 
for first-grade readiness. 
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THE GIFTED CHILD 


For our purposes we shall consider the child who has consistently scored 
an IQ of 130 or more as gifted. We would also like to expand the concept 
to include any child who shows exceptional performance in any worth- 
while function. Thus, giftedness might include not only the intellectually 
talented, but those with promise in mechanics, music, linguistics, social 
Capacities, and artistic and physical areas, as well as the intellectually 
talented, Certainly it would include dramatics and creative writing, 

DeHaan and Havighurst divided the intellectually gifted into two groups 
for educational purposes. The highest 1 per cent they refer to as “first 
Order or extremely gifted," and the remaining upper 10 per cent are the 
Second-order gifted. They point out that the extremely gifted are very 
rare and probably deserve a different type of educational experience than 
the second-order gifted. The IQ may serve as a base instrument for the 

| Screening or pointing up of certain kinds of giftedness but at the same 
Ume, all teachers have the responsibility to attempt to determine the 
Varieties of giftedness present in their classroom. Our plea is to use more 
than the IQ in the search for the gifted child. 

The Handbook by Kough and DeHaan provides the teacher with a 
Variety of observational techniques for discovering special abilities and 

Isabilities a7 

For the student especially interested in the gifted child, the following 

аге recommended: 


зв T. 
hisa Haan and В, Havighurst, Educating Gifted Children (Chicago: University of 
ar О Press, 1957), m 
Why Kough and R. DeHaan, Teachers Guidance Handbook I, Identifying Children 
еей Help (Chicago: Science Research Associates, 1955). 
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Hollingsworth, L., Children Above 180 1.0. New York: World Book 
Company, 1942. "3 

Terman, L. M., A Gifted Child Grows Up. California: Stanford Uni- 
versity Press, 1947. 

Terman, L. M., et al, Genetic Studies of Genius, Vol. I. Mental and 
Physical Traits of a Thousand Gifted Children. California: Stanford 
University Press, 1925. 

Witty, P., A Genetic Study of Fifty Gifted Children, Yearbook of the Na- 
tional Society for the Study of Education, 39 (II), 401-408. 


In the past, gifted children have been more frequently found in racial 
groups offering superior economic, social, and educational opportunities, 
but exceptions have appeared, indicating that superior abilities can oc- 
cur in any of the races or ethnic groups that compose the American popu- 
lation. Some studies have shown that puberty is reached somewhat earlier 
by the gifted than by the average child. Inadequacies of gifted children 
generally occur in subjects requiring motor coordination, 

The gifted have presented special educational problems for the public 
schools. Since the number of gifted is always small in comparison to the 
total population, it has been difficult to devise an effective system to 
handle them. Early solutions were to accelerate the gifted by letting them 
enter school early and permitting them to proceed through school at a 
rapid rate, with early admission both to high school and college. Some 
school systems have provided special schools or special classes for these 
exceptional children. A more common plan is to enrich the gifted child’s 
curriculum. He is given the opportunity to go into the material of the 
regular classroom at greater depth; he also broadens his horizon by being 
forced to evaluate and determine critically his own progress and to make 
creative contributions and reactions to the material he is studying. 


SLOW-LEARNING CHILDREN 


The slow-learning child is able to achieve extremely limited success in 
most school programs, which are geared to chronological age. Slow learn- 
ers proceed through the schools with a continual set of limits on their 
capacities. Part of this group, referred to as the educable mentally re- 
tarded and the trainable mentally retarded, require special educational 
facilities. The goal for these children is to provide them with some mini- 
mum standards in the area of academic skills and maximum standards in 
caring for self and social adjustment. 

The general IQ score used to denote the educable mentally handi- 
capped is a rating between 50 and 80. 

Mental maturation has been demonstrated to be a biological process 
which can seldom be forced through artificial means. Mentally retarded 
children, for instance, are rarely able to learn to read until their mental 
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age has reached at least six years eight months to seven years. It has 
been demonstrated that the mentally inadequate child not only has a 
slower process of intellectual development, but is also limited in his abili- 
ties to absorb and cope with a variety of situations. There is а definite 
limitation on both the qualitative and quantitative aspects of his capacity. 
Mental inadequacy, then, seems generally to be a biological restriction. 

For educational purposes, the retarded have been divided into the 
following groups: those who can take regular classes and are considered 
to be dull-normal slow learners with IQ's perhaps between 75 and 85. The 
next group is the educable, who are marginally independent and have IQ's 
between 50 and 75. Trainable classes should be established for children 
whose IQ's are between 25 and 50. Children with IQ's below 25 need 
nursing care and are totally dependent. 


CREATIVITY IN CHILDREN 


Recent years have brought 4n increased interest in the subject of creativ- 
ity. It is accepted that the traditional measures of intelligence measure at 
best only a few of man’s abilities. If we are truly to seek out the creative 
child, we need to enlist a new set of measures. Torrance estimates that if 
we were to identify gifted children solely on the basis of intelligence tests, 
we would eliminate from consideration approximately 70 per cent of our 
most creative individuals? The difference between creativity and high 
scores on intelligence tests is most clearly illuminated in Torrance’s 
findings, in which the highly creative child was differentiated on the Min- 
nesota Tests of Creative Thinking from the highly intelligent on the Stan- 
ford-Binet. In the group studied, the highly creative ranked in the upper 
20 per cent on creative thinking, but not on intelligence, while the highly 
intelligent group ranked in the upper 20 per cent on intelligence but not 
on creativity. A very small overlapping group was high on both intelli- 
gence and creativity. 

It has been suggested by leaders in the field, such as Torrance, that the 
guidance person in the schools might well play the role of sponsoring the 
creative child, providing an atmosphere for communication of the child’s 
ideas and helping to see to it that the child’s creative talent is recognized. 
Guidance personnel can assist parents and teachers to understand the 
child’s divergence. 

The creative child is one who is daring and courageous in his thinking, 
He is able to break away from conformity and is open to experiences, He 


38 С. Benda, "Psychopathology of Childhood" in Manual of C 
L. Carmichael (New York: John Wiley & Sons, Inc., 1954), p. 1 
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is ready to have one thing lead to another. This child is curious, imagina- 
tive and inventive, an innovator. Traditional intelligence tests have placed 
a great stress on convergent thinking, where the individual who conforms 
is at an advantage. The Minnesota Tests of Creative Thinking and the 
tests by Getzels and Jackson place less stress on the traditional academic 
value system and a greater stress on divergent thinking. 

Guilford has spent a considerable amount of time conceptualizing the 
creative-thinking ability and methods of assessment. The monograph by 
Guilford and Merrifield*? summarized modifications of this theory. An ex- 
amination of the factors now included in Guilford's conceptual framework 
is of interest. Sensitivity to problems is tested, for example, by asking the 
subject to suggest two improvements in a common appliance. In measur- 
ing word fluency, the individual is asked to write words that end with a 
specified suffix or words that begin with a specified prefix. For expres- 
sional fluency, the individual is asked to write a four-word sentence when 
the first letter of each word is given. For word arrangement, he is required 
to write sentences containing four specified words. For ideational fluency, 
he puts down as many ideas as possible or writes as many words as possi- 
ble on a given topic. Evaluation of semantic, spontaneous flexibility oc- 
curs when the individual is asked to write a variety of uses for brick or to 
list peculiar uses for common objects. For originality, the child is asked to 
write clever titles for a story or to produce symbols to represent an activity 
or an object. This is only a small sample of the way in which Guilford has 
gone about conceptualizing and assessing creative thinking. However, it is 
apparent even from this small sample that if such tests were commonly 
used in the public schools we would be starting to differentiate a new type 
of exceptional child. 

The Minnesota Tests of Creative Thinking have been divided into three 
categories—nonverbal tasks, verbal tasks using nonverbal stimuli, and ver- 


bal tasks using verbal stimuli. Torrance gives a detailed description of 
these tests.*! 


IMPLICATIONS 


1. IQ differences between boys and girls are small enough to be con- 
sidered unimportant. 

2. Tests do not measure some aspects of mental activity. They must be 
considered as samples of behavior. 

3. Grouping should not lull the teacher into believing that child study 


40 J. P. Guilford and P. R. Merrifield, The Structure of Intellect Model: Its Uses and 
Implications, Rep. Psychological Lab., No. 24 (Los Angeles: University of Southern 
California, 1960). Y 4 

41 Torrance, Guiding Creative Talent. 
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and individual needs have been taken care of through some superficial 
division of students. 

4. A single intelligence test score does not predict a mental-growth 
pattern. 

9. The great similarity between achievement and intelligence tests 
should serve as a caution when utilizing these measures to study "under- 
achievement." 

6. There are qualitative as well as quantitative differences in intel- 
ligence. 

7. Instruction should be paced to the rate of mental growth. This im- 
plies that frequent measures be taken so that some knowledge of rate is 
given consideration. 

8. Each classroom usually includes а large range in mental and intel- 
lectual ability. 

9. There is evidence of various kinds of intelligence. Any adequate in- 
ventory of "intelligence" should take into account the existence of various 
types, and provision should be made for involving them all in the school 
setting. 

10. Curves based on repeated tests of individuals over time vary from 
curves derived from averages of mental development. Individual graphing 
gives a more accurate picture of intellectual development. 

11. Intelligence tests do not provide absolute measures in which points 
between measures on the scale are equivalent, We cannot consider growth 
in mental age from seven to eight to represent the same distance as mental 
age from nine to ten. i 

12. Tests at different age levels measure different functions, Caution 
should be used in making early predictions that have long-range implica- 
tions for a child's placement. 

13. The culturally rich home environment frequently has a favorable 
influence on intelligence test scores. Children who come from "culturally 
deprived homes" may need additional enrichment experiences to compete 
equally. 

14. Intelligence is also subject to fluctuations related to the child's per- 
sonal-social experiences and emotional life. Great fluctuations in scores 
should be studied in terms of factors influencing the fluctuation. The class- 
room teacher should be alert to her influence on these scores, 
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EMOTIONAL 
DEVELOPMENT 


The complex study of emotions provides us with a view of the 
vital subjective influences in the child's life. We observe 
Johnny's temper tantrum and contemplate the cause or pur- 
pose. We note that Mary at one moment seems quite mature 
and secure and at another displays seemingly unrelated, im- 
mature crying behavior. One of the most difficult aspects of 
child life for the adult to comprehend is the area of emotional 
development. And it is in this area of the emotions that the 
parent or teacher is frequently ineffective because of his own 
emotions and feelings. The adult who is either overly sensitive 
or excessively controlled has difficulty in developing empathy 
with the child's fluctuating emotional life, and hence difficulty 
in his interactions with the child. 

What, then, is emotional maturity? Is it reached at a specific 
point in time, or is emotional development subject to considera- 
ble intraindividual variability? The child who is apparently 
mature and balanced in his emotional life suddenly becomes 
easily upset, resorting to temperamental outbursts. Is emotional 
development cyclic, like other forms of development? What are 
the symptoms of emotional maladjustment? How serious is 
thumbsucking, nail biting, enuresis, and other tensional out- 
lets? What is the criterion of emotional maturity? What can 
the teacher do to help the child become more mature emo- 
tionally? 

Sometimes we think emotion should be curbed and con- 
trolled; is it not also true that emotion can add to the richness 
of living? Some believe the schools should work within the 
curriculum to achieve maximum emotional development for all 
children. 

What can administrators and teachers do to establish a 
healthy emotional climate within the school setting? How does 
emotional development relate to methods of discipline, and 
how do we go about encouraging control from within? 

Adults must deal with a variety of emotional problems which 
are frequently developmental in nature. They need to develop 
an understanding of the problems of children's fears, temper, 
anger, jealousy, and anxiety and an insight into the importance 


of acceptance and affection in the development of the human being. 

Ап increasing amount of psychosomatic defense seems to be developing 
in children. Excessive anxiety, aggressiveness, and dependency associated 
with childhood reactions to illness may require psychological treatment. 
We need to be alert to the relationship between some illnesses and emo- 
tions. 

Fred is a fifth grader of average mental capacity and physical assets. In 
his relationships with peers and the academic task, he frequently becomes 
excessively disturbed and emotionally disorganized. He comes to school 
on the bus and upon disembarking finds that he must stand in line to get 
in the building. The delay annoys him, and he begins to push and shove in 
ап attempt to advance himself through the door. The patrol boys resist, = 
and he is referred to the principal's office for his rebellious and disobedient 
behavior with the appointed peer authorities. His approach to the prin- 
cipal is sullen and angry. No amount of understanding and acceptance 
seems to change Fred's attitude that people always have it in for him and 
are against him; the world is unfair, Sent to the classroom, he begins the 
School day. When a paper in arithmetic is returned, he is quite upset. The 
teacher has indicated that several problems were incorrectly done and 
must be redone, He is argumentative and feels this, too, is unfair. 

Here, in short, is a brief rundown on a child who presents an emotional 
problem to the school and the classroom teacher. 

Betty is a third grader. She appears to like school when things are go- 
ing well. She is overly concerned about getting her work in on time and 
completing all the assignments correctly. Classroom tests and additional 
assignments tend to create some unusual anxiety. At times she has head- 
aches and stomach aches, and requires excuses from class. Other types of 
Psychosomatic indicators are manifested by this child. 


1. What kind cf information would you need to have about Fred and 
Betty in order to understand their behavior? What stimuli seem to 
provoke emotional behavior? If emotions are purposive, what might be 
the purpose of their behavior? Suggest some methods by which we 
might begin to change Fred's or Betty's relationship with peers and 


co REM the school task. 


———————————————— 


Any observation of children's behavior immediately reveals great indi- 
vidual differences in emotional reactions. The differences are as wide in 
Tange as differences in the physical and intellectual areas. Most important 
9f all is the fact that children react differently to the same type of emo- 
tional stimulus, Their past experiences and concept of self tend to have a 
Significant effect upon the meaning of the emotional situations that occur 
in their lives, 
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modesty, join us with people. 
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THE NATURE OF EMOTION 


Although the term emotion is freely used, its precise definition is diff- 
cult to set forth. Emotions involve feelings, impulses toward action, and 
the subjective element of perception that produces the feelings and im- 
pulses.! For our purposes, expressions of feelings that exceed mildness and 
become intense will be considered as emotion. Emotions play a significant 
role in the development of the child, Some believe that emotion is prior 
to all experiences and is fundamental to them to the extent that all learn- 
ing is acquired in emotional terms. We tend to act on the basis of how we 
have perceived the situation, and this state of feeling has a significant 
effect on our total perception and behavior. The total organism is involved 
in emotions, which have some physiological concomitants. 

We should think of emotions positively as well as negatively, Emotions 
can be disorganizing or a source of motivational energy; they can give 
richness and vitality to the individual's actions. Feelings can be pleasant 
as often as they are unpleasant. The range of response in the emotional 
life of any given individual is great. 

Emotions might be described in terms of the movement they inspire be- 
tween people. Adler believed that emotions were accentuations of char 
acter traits and that like character traits they had a goal and a direction. . 
From this point of view, emotions occur whenever they are appropriate to 
the given style of life and the behavior pattern of the individual. The pur- 
pose of emotions, then, is to modify to his benefit the situation of the in- 
dividual in whom they occur.? 

Emotions can be viewed as moving the individual toward people as 
well as against or away from people. Adler used the term disjunctive and 
conjunctive emotions. He described disjunctive emotions as those which 
tend to separate us from people. Anger and sadness would be examples of 
disjunctive emotions. Conjunctive emotions, such as joy, sympathy, and 


Jersild speaks of negative and positive emotions, Negative emotions— 
anxiety, fear, and anger—occur when the individual's self is threatened; 


positive emotions occur when the individual's goals are enhanced and he 
feels secure. 


Study of emotions shows that reactions are hi 
sonalized. From child to child different situations elicit humor. joy, fear, 
or anger. In each situation it is desirable to determine the radeuon of other 
people to the child’s emotional behavior, What is the effect of the emotion 
on peers, parents, and teachers? Sometimes merely by observing the con- 


ghly individualized or per- 
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a Child Psychology, 5th ed. (Englewood Cliffs, N.J.: Prentice-Hall, Inc., 
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sequences of the emotion it is possible to determine, to an extent, the 
goal or direction of the emotion. 


2. Observe children at free play, with parents or in the classroom. Note 
carefully the effect of the child's emotion on peers and adults. Can you 
determine the goal of some emotional behavior? 
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PHYSIOLOGICAL CHANGES DURING EMOTION 


Changes, which can be readily identified, occur in the functioning of thé 
physiological processes of the body during an emotional experience. The 
hypothalamus and the autonomic nervous system coordinate the expres- 
sion of emotional reaction. As the child develops, the emerging process of 
differentiation affects the feelings and the methods of expression. The self 
concept and increasing cognitive capacities produce the differential inter- 
pretation of events which involve the self. A child may be able to control 
outward manifestations of anger, fear, or jealousy, but the physiological 
changes are to a great extent outside of his control. In the emergency fear 
pattern, for example, the circulatory system becomes more efficient owing 
to the rise in pulse rate and blood pressure. The individual has an in- 
creased amount of energy as a result of the secretion of adrenalin and 
glucose. The digestive and salivary processes of the body are inhibited, 
and hence make little demand on the body. These changes, sometimes 
referred to as the emergency pattern or adaptation pattern, prepare the 
body for combat or flight. 

Great individual differences in the intensity of emotional and physio- 
logical responses that accompany emotional behavior can be observed 
among children, Research reveals that the major emotions are associated 
with distinct patterns of autonomic reactions? While emotions are highly 
variable, variance within the individual is less than the range found among 
individuals in the total population.* Some children appear unruffled and 
undisturbed even in distress; others appear to be under emotional tension 
more often than not. These variations seem to be due to the physiological 
organism and the individual's past environmental and cultural situations. 
Some children seem to inherit a physiological system that is more sensi- 
tive. Even at birth great differences in temperament and emotional reac- 
tion can be noted. It has also been discovered that children who grow up 
in environments which they perceive to be secure, nonthreatening, and 


3 А, Ax, "The Physiological Differentiation between Fear and Anger in Humans," 
Psychosomatic Medicine 15 (1953), 433-42. г 

4J, Lacey and R. VanLehn, “Differential Emphasis in Somatic Response to Stress," 
Psychosomatic Medicine 14 (1952), 71-81. 
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accepting generally experience fewer instances of strong disintegrative 
emotion. 

Certain factors associated with poor health, hunger, and fatigue, tend 
to predispose the child to emotionality. If the child has insufficient op- 
portunity to rest or if his physiological food needs are not met, he is more 
predisposed to the disintegrative type of emotion. 


3. How do you account for the relatively great range in temperament and 
emotional response in children? What do*research findings say about 
these individual differences? 


FUNDAMENTAL EMOTIONAL NEEDS 


In understanding children it is important to recognize the significance 
of need theory. Fundamental needs are not only organic but include psy- 
chological needs which have developed during the process of socialization 
and the emergence of self. Individual needs of the child serve as the basis 
for his educational experience. 

Needs arise from the interaction of the child with his total psychological 
field. They are individualized and are as unique as the numerous situa- 
tions which the child experiences. Snygg and Combs have attempted to 
define needs from a phenomenological point of view. They hypothesize 
one basic need, which would encompass all of the varied human needs, 
“for the maintenance and enhancement of the self."5 

In this sense psychological needs arise in connection with the protection 
and development of the self. In education the teacher helps each child to 
become aware of his own needs, and then utilizes them in the motivational 
process. Discovering and defining his own needs can serve as the child's 
basis for educational progress. 


4. How can the teacher identify needs in the classroom? What processes 
are available to assist the child in developing a greater awareness of 
his needs? 


Numerous lists of basic human or emotional needs have been developed. 
We shall discuss needs in terms of three primary areas—physiological or 
organic, social, and self. 

Physiological needs are basic and include the need for air, food, water, 


5 A, Combs and D. Snygg, Individual Behavior, rev. ed. (New York: H 
Publishers, Inc., 1959), p. 58. А р агрег & Row, 
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clothing, shelter, and adequate rhythm between activity and rest. The 
school must be aware of these needs in working effectively with the child. 
When a fundamental physiological need is ignored, the educational proc- 
ess is usually interfered with. In some instances, where children's basic 
physiological needs have not been met, the school and other social agen- 
cies may have to arrange for them in order for the child to function in an 
educational setting. 

Social needs involve the interpersonal relationships it is essential for 
the child to establish with both peers and adults. These needs would in- 
clude love, acceptance, and belonging. " 

Each child should be loved and accepted as he is, preferably within the 
home situation from parents and siblings. However, some children do not 
receive acceptance and love in the home, and, as a result, the teacher, in 
his relationship with the pupil, must compensate somewhat for this lack 
in the acceptance he shows the child. The student's knowledge that the 
teacher is concerned and interested in him as an individual is an integral 
part of the affectionate relationship. The student benefits from this good 
human relationship. 

Belonging is another social need. The child needs to be a part of the 
group and to feel both acceptance and identification with others. Much 
psychological stability comes from membership in a group and the place 
held within it. Belonging is a basic human need with which the teacher 
must be concerned, The development of sociometric techniques makes it 
possible for each teacher to understand somewhat more effectively than 
previously the social relationships within the class and to assist in arrang- 
ing relationships which do more to enhance and maximize the feeling of 
belonging in each child. 

Self needs include the needs for independence, recognition, and self- 
direction, Each child needs to feel able to take responsibility. The child 
wants to feel that he can make some decisions for himself. The level of 
decision is not immediately as important as the provision of increasing 
opportunities to make decisions as he grows and matures. 

The child also needs recognition. He requires success in some areas and 
recognition of his success by others, both peers and significant adults. 
Other children's acknowledgment of assets of an individual child helps 
him find his place within the social group. When the teacher points to the 
child's assets and strengths, a positive relationship is begun, increasing his 
feelings of security and relative freedom from threat. 

Lawrence K. Frank is most frequently associated with the development 
of the fundamental needs theory in relationship to children. Among the 
important needs Frank would add for our consideration are protection 
from unnecessary deprivation, acceptance as a unique individual, freedom 
to grow at one's own rate, reassurance and affection during the early 
training and feeding experiences, assistance in accepting authority and 
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external regulations, and warmth of mothering at home and in the school.? 
Frank saw these needs as basic for all children. 

Needs are always considered within a specific culture and psychological 
setting. The man who most advanced the construct of needs in the socio- 
cultural setting was Robert J. Havighurst. His concept of developmental 
tasks covers a combination of needs personally felt in the individual's so- 
ciety. For Havighurst, developmental tasks which rise out of the needs of 
the individual within his social environment serve as а criterion for satis- 
factory development in a specific culture. Success in developmental tasks 

„leads to adjustment and success with later tasks; failure leads to disap- 
proval by the social group, maladjustment, and difficulty with later tasks. 
The concept of developmental tasks provides us with a basis for the uti- 
lization of need theory. As we have already seen, they set up broad criteria 
for the measurement of educational goals relevant to the needs of children. 

Meeting these basic needs is vital for the proper development of the 
individual. Security, belonging, recognition, approval, status, and inde- 
pendence all are basic to the mental health of the child. The child must 
have relationships in which he can be certain that he is understood and 
accepted for what he is. Such status and approval make him free to take 
on responsibility and move in the direction of self-realization. Sometimes 
this type of acceptance comes from the peer group outside of the school 
setting; other times it comes in the family relationships. When it is not 
supplied outside the school, however, acceptance in the school by the 
teacher and by the child's classmates becomes an especially important ele- 
ment in the child's emotional development. Both teacher and parent should 
be aware of basic needs in general and the specific basic needs of the in- 
dividual child. Whenever a developmental problem arises, a good begin- 
ning is to determine whether the child has any unmet basic needs. 

: 
5. On the basis of several observations and your study of a school-age 
child, describe the way in which you feel his basic needs are met in the 
setting in which you have observed him. You might also infer from his 
behavior how you feel his basic needs in general are being met. Which 
developmental tasks for this child need particular attention? 
SSS Se AR RTI NER ee ee 


A DEVELOPMENTAL THEORY OF EMOTIONS 


Emotional development is a product of both maturation and learning. 
Gesell, in particular, emphasized the importance of the maturational ele- 
ments in emotional development. Gesell believed that emotions could be 
fully understood only in relationship to the total developmental pattern 


êL. К. Frank, “The Fundamental Needs of Children," Меп 8 
рр. 353-79. _ ental Hygiene, July 1938, 
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and the maturational effects. Since maturation was essential for the child's 
physiological and mental growth, it followed, he felt, that it was also a key 
to understanding emotional growth. Maturation, for instance, plays a sig- 
nificant role in influencing the development of intelligence in the child. It 
also affects his height, weight, strength, and motor coordination. All of 
these attributes have an effect on the child’s self concept and his relation- 
ship with others. 

Emotional development takes on a pattern as the child matures. Gesell 
developed a set of typical behavioral expectations and affective attitudes 


which accompany emotional maturing. While these descriptions were . 


linked to specific chronological ages, they are best understood as portray- 
ing the sequences of development. The reader interested in such descrip- 
tions will find them presented in detail in the publication by Arnold Gesell 
and Frances Пу." 

As the individual's growing capacities emerge, his emotional behavior 
may change as an accompaniment of the total growth effect. For example, 
аз the child increases in physical strength and intelligence, he may be less 
afraid of things which previously brought a fear response; the same situa- 
tions may evoke a more pleasant response. 

Emotional development proceeds from the relatively undifferentiated 
emotional responses of the infant up through what has been termed as 
emotional maturity. Bridges developed the schematic approach to under- 
standing emotional development that is illustrated on the following page. 

Figure 9-1 illustrates how emotional development proceeds from rela- 
tively undifferentiated excitement at birth to the early differentiation be- 
tween distress and delight by about three months of age and the eventual 
full complement at age two of fear, disgust, anger, jealousy, distress, 
excitement, delight, joy, elation, affection for adults, and affection for 
children, By age five we are able to distinguish the emotions of shame, 
anxiety, fear, disgust, disappointment, anger, envy, distress, jealousy, ex- 
citement, hope, delight, joy, elation, affection for children, and affection 
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6. How are growth gradients іп emotional development of value to par- 


М. ents and teachers? How might they be misleading? 


When the child reaches school age, he must adjust to a whole new en- 
vironment. School frequently arouses mixed feelings about necessary ad- 
justments to work tasks, a new significant adult, and a new set of peers, 

€se emotional upsets decrease as the child learns to master his environ- 


ТА. Gesell 
Ine, 1949), 


and F. Ilg, Child Developmen (New York: Harper & Row, Publishers, 
pp. 289-91. 
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Birth 
Key: Excitement 


Аа - Affection for adults 

Ac - Affection for children 3 months 
Ап - Anger 

Anx - Anxiety Ex ight 
De - Delight Distress Exc Delight 
Dg - Disgust 

Di - Distress 

Dpt - Disappointment 

El - Elation Fear Disgust Anger Di Exc Delight 
En - Envy 

Exc - Excitement 
Fe - Fear 

Ho - Hope 

Je - Jealousy Fe Dg 
Jo - Joy 
Sh - Shame 


6 months 


| 12 months 


Elation Affection 


18 months 


El Aa Ac 


| 
De 
i 24 months 


| 
Fe Dg An Di Exc 
An Di JeExc De JoEl Aa Ac 


5 years 


Sh Anx Fe Dg DptAn En Di JeExc Ho De Jo El Aa Ac 


FIG. 9-1 Diagrammatic Representation of the Development of Emotion 


Combined from two diagrams by K. M. B. Bridges, Journal of Genetic Psychology, 
37 (1930), 524 and Child Development, 3 (1932), 340. From H. B. English, Dy- 
namics of Child Development, p. 114. New York: Holt, Rinehart & Winston, Inc., 
1961. 


ment and begins to feel competent socially. Teachers of kindergarten and 
primary children need to be masters of understanding and empathy. At 
the same time, they must assist the children eventually to accept the new 
relationships and new expectations. 

Emotional behavior at birth is quite diffuse and totally lacking in dif- 
ferentiation. Research has shown that no definite emotional patterns can 
be detected in the overt responses of infants to a variety of situations, such 
as the sudden loss of support, restraint, or delay in feeding. During the 
first weeks of life, the most common response is one of general agitation, 
without а specific relationship to the stimulus. However, the fact that 
some infants respond to provocation and others do not indicates a tre- 
mendous variety of individual differences in emotions already present at 
the time of birth. 


ВЕ, Ilg and L. Ames, Child Behavior (New York: Harper & Row, Publishers, Inc., 
1955), p. 157. 
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Gesell found that at the age of a month the child would give different 
discomfort cries for hunger or pain, and that delight or pleasure, charac- 
terized by a smile or a vocal expression began by the age of three months. 
However, some feel that emotional behavior in neonates is not truly pat- 
terned. About the time the child is six months of age, distress is frequently 
differentiated into anger, disgust, or fear. At this age the child withdraws 
from an unfamiliar person whom he might previously have accepted on 
the same terms as a close relative, About this time he also begins to dis- 
tinguish facial expressions and verbal cues. He is quite aware of the 
friendly face or the t;reatening voice. From this period on, emotional 
responses become increasingly differentiated. By one year the child is 
elated in response to events or persons for which he feels delight; for ex- 
ample, he will show a pleased reaction to the stimulus of the bottle or to 
Someone who is ready to play with him. By eighteen months, jealousy ap- 
pears as a further differentiation of the child's distress. At this time his 
affection for adults becomes somewhat different from his affection for 
other children. The process of emotional development, then, moves from 
Beneralized excitement to differentiation and discrimination. 

At a fairly early age, some believe by the age of three, the basic emo- 
tional behavior patterns have been well-established. Thereafter, most 
changes in basic emotional behavior patterns are a result of specific en- 
vironmental changes. 

The child's emotions differ from an adult's. They are simple and spon- 
taneous, "Typically, the young child's emotions last a short time and then 
end, perhaps even abruptly. The young child may be quite intense in 
Showing elation or fear, rauch more intense than is common in a more 
Mature individual. Children's participation in events generally has a more 
motional basis than adults’, Children react subjectively to experiences, 
and their responses are frequently emotional. The child is not as able to 
Conceal his true feelings and emotions as the adult. The child's feelings 
are more on the surface, and his emotions can be detected by his ap- 
Pearance, tension, or psychological movement. 


FACTORS PREDISPOSING THE INDIVIDUAL TO 
EMOTIONALITY 


Responsibility for the appearance of excessive disintegrated emotion 
rests with various factors, including physical condition and health, intel- 
"Bence, social environment, and family relationships. The child who is 
affected by poor health and who is easily fatigued may exhibit excessive 
excitement or emotionality. Mothers frequently notice that when a child is 
ОН his usua] eating or sleeping schedule he is more irritable. 

hildren who are more intelligent than the average tend to have a 
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broader perception of the world, which enables them to perceive and 
comprehend the great variety of emotions from the serious to the ridicu- 
lous, the tragic to the humorous, and thus to participate in a wider range 
of emotions? The child who comes from a continually tense social en- 
vironment in which interpersonal pressures within the family and extreme 
disciplinary methods are utilized, tends to be more emotional. 

The child who is spoiled, neglected, or overprotected in the family 
tends to display inappropriate emotiona! behavior. 

The position in the family constellation has an obvious effect on the 
child's emotionality; dependent upon the psychological position the child 
has different challenges and expectations from other members of the fam- 
ily. Certain competition within the siblingship causes tension. The oldest 
child who is always expected to be responsible and stay ahead of the 
siblings may have more situations in which he is expected to prove himself. 


7. Observe some children in a nursery or other preschool setting. Are 
there already great individual differences in emotionality? How do 
you attempt to account for these differences? 


те 


| 
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THE ROLE OF LOVE IN HUMAN DEVELOPMENT 


In order for the child's emotional life to develop adequately, he must 
feel loved. The amount of affection given to the child during the early 
years of life seems to be related to the kinds of relationships which he 
can eventually form with other individuals. The security that the infant 
gets when his needs are met and the emotional relationship with the 
mother is satisfactory are vital during early infancy. 

Research by Goldfarb and Spitz indicates that children institutionalized 
during infancy who do not experience consistent “mothering” become 


apathetic and socially unresponsive.^ They point up the importance of 


relatively consistent gratification from some person. 

Renee Spitz also tells of an experiment in а nursery and a foundling 
home. The nursery children weré raised by their mothers; those in the 
foundling home were cared for by overworked personnel. Both institu- 
tions provided adequate food, medical attention, and housing. Results 
showed that the nursery children developed normally, but 37 per cent in 


9 Е. Holmes, “An Experimental Study of the Fears of Young Children,” eds, A. Jersild 
and F. Holmes, in Children's Fears, Child Development Monograph 20 (1935), 
167—296. 

10 W. Goldfarb, "Psychological Deprivation in Infancy and Subsequent Adjustment," 
American Touma er Qahopsehtatty ds (1945), 247-55; and В. Spitz, “Hospitalism: 
An Inquiry into the Genesis of Psychiatric Conditions in Early Childhood," Psycho- 
enalytic Study of ће Child, 1 (1945), 53-74. чу Bods, Psycho 


EMOTIONAL DEVELOPMENT 


the foundling home died during the two-year observation. This condition 
has been titled “Marasmus,” indicating that the child is completely starved 
for affective emotional interchange.” 

Affection shown the child during his first years of life, then, is of ex- 
treme importance. One of the most important functions of the parent is to 
transmit a genuine feeling of love and concern. When the child feels а 
severe lack of affection, he is often prone to such destructive tendencies as 
Suspiciousness, fear, and aggression. 

The role of love and affection in the child's development is most sig- 
nificant. Being loved gives the child his basic security; being valued as he 
is becomes vital for complete acceptance. When the child feels loved he 
is more able to accept himself and others. He no longer needs to reassure 
himself of his worth but is free to extend himself to others, His social in- 
terest is cultivated, 

Being loved permits the child to identify with peers, parents, and the 
culture. 

The mature self feels love, acceptance, and belonging to the extent that 
it can extend love and acceptance to others. Love is manifested in hap- 
piness, satisfaction, affection, and a greater capacity to enjoy the experi- 
ences of life, The individual has a feeling of desiring to please, wanting to 
give and serve, 

Love permits the individual to be more completely spontaneous, and to 
lower his guard. Love is a relationship comparatively free of striving. Self- 
actualized love is characterized to an extent by a reduction of the defenses 
and greater honesty. The accepting emotional climate frees one from the 
damaging effects of hostility and anxiety. 

Maslow believes that psychological health comes from being loved.!? 
The self-actualized individual has both the power to love and the ability 
to be loved. 

The climate of feeling in the home 
child's development of self and his fee 
enables the child to develo 
the world. 


provides the original source for the 
lings of adequacy. A climate of love 
p more adequate concepts of self, society, and 


EMOTIONAL MATURITY 


Psychologists differ considerably in their emphasis on the role of matu- 


ration in the development of emotional behavior. Gesell believed that mat- 


uration is responsible for the gradual evolution of emotional expression 
in infants and children. He strongly disagreed with the view that emo- 


11 R. Spitz, "Motherless Infants," Child Development, 20 (1949), 145-55, 


1? A, Maslow, Motivation and Personality (New York: Harper & Row, Publishers, Inc 
1954). au 
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tional development is largely a phenomenon of social stimulation. Accord- 
ing to Gesell, maturation influences the expression of emotion through the 
development of capacities, rather than through the ripening of a specific, 
innate response pattern. Jones demonstrated that while visceral compo- 
nents of emotional response are not highly correlated with the vigor 
of vocal and motor components during the neonatal period, this correla- 
tion is increased in preschool children, indicating that the integration of 
various aspects of emotional development are dependent partially upon 
maturation.!? 

For Gesell, as the individual became more adequate physically, intellec- 
tually, and socially through the development of his capacities, there was a 
concomitant emotional growth. Outside control gradually disappears as 
the child's emotions mature, and ultimately the emotionally mature indi- 
vidual is able to function on the basis of inner controls. In our culture 
growing up requires that the child relate in a certain way, express his 
anger in a controlled manner, and learn a number of other culturally ap- 
proved expressions of emotion. Thus, a considerable amount of our emo- 
tional behavior is learned and related to a specific culture. 

Additional emotional development occurs within the educational proc- 
ess of the schools. Р 

Emotional maturity is always relative. A five year old has emotional 
maturity if he is capable of the emotional behavior we judge fitting for а 
five year old. Emotional maturity, however, develops throughout life. It is 
also a form of maturity from which one can regress most quickly. The 
child becomes more emotionally mature as the parent permits him to ac- 
cept responsibilities and become independent and self-sufficient. 

Jersild presents one of the most comprehensive lists of the stages in- 
volved in the child's moving toward maturity in the emotional area. 

"A change from being a creature who at first receives much, gives little, 
to one who is capable of giving as well as of receiving, and capable of 
learning to get enjoyment from giving. 

Development of capacity to identify oneself with a larger social group, 
and the ability to participate emotionally in the fortunes of the larger 
group. 

Development from the status of being the child of the family to the 
status, ultimately, of being able to have children of one's own and, along 
with this development, a capacity to exercise the feelings and attitudes in- 
volved in being a parent psychologically, whether or not one is a parent 
biologically. 

Progressive sexual development and the capacity after puberty for en- 
joying mature sex experiences. 


18 H. E. Jones, "The Galvanic Skin Reflex as Related to Overt Emotional Expression,” 
American Journal of Psychology, 47 (1935), 241-51. 
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Ап increased capacity for bearing the inevitable sufferings and pains 
connected with life and growth without feeling abused. 

Ап increased capacity for sympathy and compassion as one assimilates 
the meaning for self and others of the joys and vicissitudes of life," 

Emotional maturity, then, is not a state in which all problems are solved 
but, instead, is a continual process of clarification and evaluation, an at- 
tempt to integrate feeling, thinking, and behavior. 


Р 
8. Since emotional maturity is ап important facet of development, how 
might we measure it? Are there any practical child-study techniques 
through which the school might assess whether the child is developing 
adequately in this area? What expectations of emotional maturity might 
the teacher have in grade two that would differ from expectations in 
grade six? 


[SS rM 


HELPING THE CHILD'S EMOTIONAL GROWTH 


Emotional development is an individual matter. No two children ever 
react in-exactly the same manner or make the same responses to the same 
environmental situation. They actually do not have the same experience. 
Their temperament, past experiences, primary reactivity pattern, and per- 
sonalized reaction influence their responses. Whether a child will respond 
with fear, anger, joy, or delight to a given stimulus probably depends on 
his past experiences, his present psychological condition, and his feeling of 
security. The child must be known intimately and individually before we 
can help guide him in his emotional growth. 

Individual social and emotional behavior patterns are quite apparent in 
almost any group of children. There is the happy, confident, spontaneous 
individual who reacts naturally to both children and adults. He is cheer- 
ful, emotionally stable, and feels loved and secure. He does not need to be 
first or the most in order to be a success. Another 
bully, who is always challenging or terrorizing others. He is rude, loud, 


ot accepted or wanted, 
home where he has no 


14 A. Jersild, "Emotional Development," 


in Manual of Child P. 
michael (New York: John Wiley & Sons, Т Gond Psychology, ed, 1. Gar: 
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It is important, then, for all of us to recognize the general patterns ob- 
servable in emotional development. At the same time, we need to see the 
individualized pattern апа the manner in which a specific child is seeking 
to satisfy his needs. For emotional development to proceed adequately, 
there should be available sufficient love, encouragement, and guidance. It 
is not merely a matter of suppressing and inhibiting emotional reactions. 
Instead, we need to be concerned about ways to rechannel the emotions 
to make them most effective in the development of the child. When we 
note the child who is fearful, angry, or sullen, we might suspect that this 
behavior has been reinforced in his interpersonal relationships. We can 
assume, too, that the happy, confident, joyful, and secure child has been 
encouraged in his behavior. 

We must provide experiences that enable children to satisfy their basic 
needs in a manner which is socially acceptable and which stimulates and 
produces emotional growth. 

Children can be assisted toward emotional maturity when we keep the 
channels of communication open between them and the significant adults 
in their life. The child must feel free to talk openly with either parent or 
teacher. He must feel that when he has a concern, some adult who values 
him is also concerned and can provide him with an opportunity for self- 
expression and clarification. 

We need also to become most sensitive to the feelings of the individual. 
This requires knowing the way in which a child feels about his position 
within the group and in relationship to his own successes and failures. 
Many children need a substantial amount of encouragement in order to 
feel adequate themselves. It is also necessary to find ways to work more 
effectively with children in the encouragement of emotional expression. 

Children's play is a significant part of their life. They should have op- 
portunities to explore and express their feelings through play activity. 

The clarification of feelings can occur through planned group discus- 
sion, role playing, and group counseling. This affords the child the oppor- 
tunity to grow and develop in self understanding. 


SS ЗИЫБРЕШИНИРЕБЕЦИНЕШБАЗЫШЕЫЕИСНЕ 


9. What are some appropriate ways by which a community, parents, or 
the school might facilitate emotional development? Can you think of 
any hindrances to this development in communities you know? 
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SYMPTOMS OF UNSATISFACTORY EMOTIONAL DEVELOPMENT 


How can the parent or teacher know when a specific child's emotional 
development is seriously retarded and needs special attention? The signs 
are not as definite and clear-cut as in the areas of physical and intellectual 
development; still sufficient cues are present to indicate that a child has 
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special problems in regard to emotional maturity. Evidence is usually 
present when the child's emotional responses are out of context or away 
from reality of what one might expect in response to a given stimulus. 
Johnny is far too angry; Susie is much too fearful. 

The teacher frequently is in a better position than the parent to detect 
emotional maladjustment. In the classroom he has a wide range of be- 
havior available through the actions of the children in a given chronologi- 
cal age range. The child who is deviant usually stands out. 

If you keep in mind the basic needs and the developmental tasks, a 
ready guide is available in terms of the lack of facility by which an indi- 
vidual child solves the tasks and meets his needs. When a child is not 
achieving satisfactorily the developmental tasks of his age level, we can 
expect to note some symptoms of emotional maladjustment. Recognizing 
that each child must accomplish the work tasks of life by taking on respon- 
sibility in the home and in the school and the social tasks of getting along 
with peers and significant adults provides a criterion for satisfactory emo- 
tional development. 

Some of the more common symptoms of unsatisfactory emotional 
adjustment include resistance to learning, speech problems, excessive day- 
dreaming, oversensitivity, extreme dependence on peers or adults, resist- 
ance to the requirements of the classroom or the group, temper tantrums, 
overaggressive behavior, excessive dishonesty, crying, nervous tics, and 
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One of the basic requirements is early identification of the problems so 
that first-aid measures can be utilized. 

Maladjustment тау present itself in aggressiveness or withdrawal. It 
can especially be noted in failure to function socially and academically or 
in an inability to fulfill other responsibilities or developmental tasks. 

Teachers should learn to recognize the cues and symptoms of malad- 
justment and faulty emotional development that children frequently pro- 
vide. Teachers are very alert to some of these signs because they interfere 
with the teacher's control of the group. These signs include uncoopera- 
tiveness, bullying, rebellion, dishonesty, and destructiveness. 

Other equally serious symptoms are not so disturbing to the typical 
teacher and hence are frequently unnoticed, These include shyness, fear- 
fulness, anxiety, daydreaming, overconscientiousness, compulsiveness, easy 
discouragement, and extreme sensitivity. 

Other symptoms with emotional significance include thumbsucking, 
stuttering, nail biting, truancy, extreme competitiveness, depression and 
fearfulness, dissatisfaction with school and self, or rejection by peers. 

The teacher is frequently confronted with these emotional problems in 
the classroom. It is important that he understand the child’s general back- 
ground and the teacher’s effect upon him, in order to manage the situation 
successfully. In every instance, the teacher must first seek the meaning of 
the behavior. What is the child trying to communicate to me, to the group, 
and to the significant adults concerned with his actions? The aggressive, 
quarreling child needs to have limits set. He must experience the natural 
or logical consequences of his misbehavior. He needs to discover that ag- 
gressive behavior does not accomplish his goal and that a more satisfac- 
tory method of interpersonal contact is necessary. 

The fearful child may be the product of conflict in previous unhappy 
experiences. Some of his fear may come from association with similar situ- 
ations and a generalization by him to all teachers, all classrooms, all read- 
ing situations, or all arithmetic problems. In the school-age child, there 
may be considerable fear of failure and resulting humiliation. Children are 
also sometimes responsive to the fears and concerns of their parents. You 
may anticipate that each of the ages and stages of development brings 
about characteristic fears.!^ At the same time, it is the teacher's role to at- 
tempt to understand causation and purpose. This is where the observable 
elements related to fears need to be examined, Certainly, a major educa- 
tional task is to develop skills in dealing with these fears. With increased 
skill and confidence, the child has practical ways of dealing with the 
feared situation. Many times the opportunity to participate, under guid- 
ance in a feared situation, helps relieve the anxiety and concern. 

Teachers and parents also have responsibility to avoid creating fears by 


15 Ilg and Ames, Child Behavior. 
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threats and punishment, The fear of failure and of humiliation, the setting 
of unrealistic levels of aspiration, all tend to produce an unnecessary 
amount of fear and concern in the child. Most children overcome their 
fears as they become better informed and learn to understand, at least in 
part, the causes of things which they had feared. 

We should also be concerned about the child who withdraws, who 
tends frequently to play alone or stay by himself not only at school but 
also at home. He has few friends, limited interests, and participates in 
few activitiës. His major satisfactions appear to come from daydreaming 
and a make-believe world of his own. These children generally feel inade- 
quate and incapable of functioning effectively within the group. They 
have a faulty concept of self. The teacher’s most important role is to help 
meet their needs and stimulate their courage. 

Nonlearning disabilities, ranging from being slightly behind the class to 
a serious deviation from the grade norm, are frequently emotionally re- 
lated difficulties. In some children failure to learn permits them to remain 
weak and helpless and to continue receiving additional service from par- 
ents and teachers. They cannot see any advantage in becoming mature in 
these areas and, in contrast, find many secondary gains in lack of function- 
ing. This may also be a method of revenge on their parents, of showing 
them that he cannot be forced to function. The child who does not want 
to learn cannot be made to learn. He can be assisted by clarifying his goal. 
Awareness of his goal is the basis for change. The child is helped as he is 
accepted and comes to realize his abilities and alternative methods of 
functioning. 

Speech problems are also bound into the total personality and emotional 
development of the child. We can note the child’s concept of self, from his 
manner of speaking. His very tone of voice conveys his feeling about self. 
We can quickly tell the discouraged child from the self-confident one. A 
stuttering child is frequently a passive, submissive individual. He seldom 
is independent or able to make decisions on his own. He is concerned 
about how his actions will affect others, and always awaits their decisions. 


' Stuttering is a signal that the child may have a dependency and revenge 


relationship with the significant adults in his life. The child must be made 
to feel secure within his home and school environment in order to begin to 
function effectively in the speech area. 

The temper tantrum is another emotional problem. This emotional dis- 
play indicates that the child is out to show that he can do things his way 
and nobody can stop him. The child should never be allowed to accom- 
plish his purpose through a temper tantrum. Observe closely what social 
and psychological movement is sought through the temper tantrum, and 
make sure it cannot be accomplished through a temperamental act. 

Jealousy is another emotion that children need assistance with, It is 


usually composed of several feelings at once—love, anger, hate, fear, and - 
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failure. Jealousy among siblings and a competition for status in the family 
are frequently noticed. Sometimes the jealousy relates itself to possible or 
threatened loss of parental approval and affection. It is frequently noted 
in the classroom when the setup is so competitive that children are com- 
peting with each other to be superior or first. 

The child who is overambitious will be continually beset with problems 
of jealousy. The most effective way to deal with jealousy is with preven- 
tive measures. If each child is treated as an individual and is not compared, 
some of the causal reasons for jealousy are removed. It is also important to 
recognize the assets of each child. Consistent discipline in an atmosphere 
of cooperation and mutual respect will go a long way in managing jealousy. 


11. Talk with some parents or teachers, and determine what they consider 
to be the major developmental and emotional problems they have 
with their children. Plan a group discussion for the class to present 
methods for managing emotional problems. 
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THE CHILD USES EMOTIONS TO SERVE PURPOSES 


Emotions are more than a force behind behavior. They can be used to 
serve the individual's purposes; they can have a definite direction and 
Support the intention of the individual. 

Emotions need to be considered beyond the mere surface behavior they 
produce. They should be observed in terms of the movement they create. 
What is the direction toward which the child is moving when he utilizes 
certain emotions? The goal directedness of emotions becomes more appar- 
ent when they are seen in their social context. The child may select certain 
emotions to provoke specific responses. 

Emotions can be used in a variety of ways. They are frequently used to 
obtain power. Johnny has a temper tantrum and his mother gives in be- 
cause she is socially embarrassed, confused, or unable to come up with an 
immediate solution. From this experience Johnny is encouraged and rein- 
forced in the use of temper. Close observation reveals that temper tan- 
trums are used exclusively when an audience is present. They are not 
repeated unless the child is assured that he can win through this method. 

Anger is another method of obtaining control. The angry child can op- 
pose or dominate. He obtains power as he forces people to respond to him. 
If other children or adults withdraw and become afraid when he is angry, 
he is encouraged to continue this behavior, 

Sadness is a disjunctive emotion, which may make the child feel weak. 
He attempts to improve his position by capitalizing on his weakness, The 
child who is sad frequently finds his place made easier as a result of the 
display of sorrow. Special services and privileges are often accorded him. 
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There are many other ways in which the child can use emotions to serve 
his purposes. When we come to see emotion as social tools, we can ob- 
serve the way in which they are used to manipulate people. The child 
quickly becomes aware of the mother's response to his cry, his anger, or 
any other emotionally toned act. The adult, then, can assist the child's 
maximal development by recognizing the purposiveness of emotional life 
and responding in a manner which assists the child to cooperate with peo- 
ple instead of seeking to control them. 


12. Understanding emotions as forces and causes is quite different from 
seeing them as purposive and goal-directed. Identify the schools of 
thought in psychology which take contrasting positions. Take a stand 
on this issue, and defend your position. 
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UNDERSTANDING AND EVALUATING EMOTIONS 


One of the most difficult areas for accurate measurement and research 
is the study of emotional development. Some attempts to investigate emo- 
tional behavior have been made through paper-and-pencil tests, such as 
the Children's Manifest Anxiety Scale; the Institute of Child Study Se- 
curity Test, Toronto, Canada, and the Affectivity Interview Blank. Anec- 
dotal records have also provided many insights into the development of 
emotions over time in a given individual. Projective tests, such as the 
Rorschach and varied children's apperception tests, are other ways of 
measuring, evaluating, and understanding the emotions. 

A considerable amount of research has been conducted with the Chil- 
dren's Manifest Anxiety Scale, and extensive amounts of normative data are 
now available for it. The Scale has been used with elementary school chil- 
dren at all grade levels from second grade up. Scores on the CMAS have 
been found to be highly related to social inadequacy and dissatisfaction 
with self.!° Generally, studies show that anxiety has an interfering effect 
on performance, although some studies indicated that under certain condi- 
tions anxiety facilitates performance on complex tasks, In children, anxiety 
is negatively related to scores on tests of creativity. 

Fuller developed the Affectivity Interview Blank, which provides a 
quantitative measure of affective life.!* She selected questions from a va- 
tiety of published tests and developed an interview blank. Her findings 
seemed to indicate that generally the overt behavior of children as per- 


16 В. Phillips, F. King, and E. Jennings, "Influence of Intelligence on Anxiety and 
Perception of Self and Others,” Child Development, 31 (1960), 41-46, 
1ТЕ, Fuller, Manual for the Affectivity Interview Blank (Ann Arbor, Mich.: Ann 
Arbor Child Development Laboratories, University of Michigan, 1951). 
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ceived by teachers and observers has a definite relationship to the child's 
verbalized feelings about himself. 

Projective methods, by attempting to get into the child's private world 
of feelings, have permitted us to understand his affective life. In a projec- 
tive presentation, the stimulus itself does not have a definite meaning. The 
investigator is interested in what the stimulus means to the specific child. 
Through the projective technique, internalized feelings, private meanings 
and perceptions are given to the stimuli 

The teacher is not expected to become proficient in formal projective 
testing techniques, which are administered by people with special train- 
ing, usually psychologists. The Rorschach is the most widely utilized pro- 
jective technique. Others, which provide pictures that permit the child to 
associate and reveal his fantasy life about a situation, are also available. 

Teachers utilize projective methods when they show children pictures 
of selected situations and ask them to write a story. The autobiography, 
completion of stories, sentence completion, and writing on a preselected 
theme also provide teachers with opportunities to use a modification of 
the projective technique. 

Some teachers select cartoons or drawings of family or school situations 
and ask the child to develop a story about the picture. In this technique 
the child tells what happened before the picture, what is happening now, 
and how he feels the story will end. This permits the teacher through the 
theme of the story to see the way the child perceives life, and his general 
style of life. 


THE SCHOOL'S ROLE IN EMOTIONAL DEVELOPMENT 


There is a growing realization on the part of both national and state men- 
tal health groups that the schools must play a more active role in develop- 
ing programs which stimulate positive mental health. The development of 
emotionally mature behavior is a Eoal of education. In arranging the total 
School program, school administrations must take into consideration the 
significance of the basic emotional needs. There is also an increased need 
for early recognition and identification of emotional disturbance. Each 
child needs to feel a sense of accomplishment and to be interested in some 
aspect of the school program. 

The teacher is in continual interaction with the student. His words need 
to be carefully considered to provide the best effect. Sarcasm, physical 
violence, and ridicule are generally damaging to the emotional develop- 
ment of children. Teachers, too, need to understand when behavior is nor- 
mal and when it is a symptom of something wrong. For example, crying 
by a five or six year old on the first day of school might be accepted as a 
normal phase of development. However, crying by an eight or ten year 
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old over a minor physical hurt, or always bursting into anger over simple 
frustrations are definite cues that something is wrong. The cause for the 
emotional deviation should be sought, and when behavior is excessively 
immature, the services of a skilled guidance person should be obtained. 
Whether or not teachers realize it, the emotional stability of children is 
to a considerable extent influenced by teacher behavior. The young child 
is sensitive to the teacher’s attitude on a variety of school issues, A smile 
of approval or a few words of sincere praise and encouragement may pro- 
vide the child with the feeling of adequacy which he needs. By the same 
token, the teacher’s ridicule and criticism may lead to a sense of inferi- 
ority or anxiety, When the child cannot find satisfaction through active- 
constructive behavior, he frequently tries to solve his problem through 
utilization of the defense mechanisms. Some children adopt psychosomatic 
defects. Respiratory disorders, allergies, ulcers, skin reactions, and head- 
aches are at times best understood in terms of psychological factors. Other 
children attempt to build up their own prestige by tearing down others. 
This is a definite sign of insecurity, and such a child needs to develop a 
sense of belonging or a feeling of achievement so that he no longer needs 
| to attack others. Teachers should work to develop constructive means of 
seeing that each child's basic needs are met in the classroom. 

The teacher is really in the key position for early identification of emo- 
tional disturbance. Bowers has presented some excellent suggestions to 
facilitate early identification.’ In a research project in California, he 
found 10 per cent of a group of fourth-, fifth-, and sixth-grade children to 
be moderately to seriously handicapped emotionally. In order to insure a 
more adequate identification, Bowers developed a process for in-school 
screening by teachers. The method is based on teacher ratings, peer per- 
ceptions, and self-perception, 
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13, Obtain a copy of A Process for In-school Screening of Children with 
Emotional Handicaps, by E. Bower and N. Lambert, Educational 
Testing Service, Princeton, New Jersey. How practical do you feel this 
method is for the average teacher? Can you think of other methods of 
early identification? 


Ecce ura neo e 


Teachers need to recognize the place of emotion in the learning process. 
Mild emotion can serve as a tonic to the body, pep up the child's feelings, 
апа should be utilized by the teacher, There should be real fun in the 
classroom. Learning should be an active and exciting experience. The 


UR. M. Bowers, Early Identification of Emotionally Disturbed Children in School 
(Springfield, Ill.: Charles C Thomas, Publisher, 1960). 
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child should be emotionally involved in his work to the extent that he stes 
meaning in the tasks and derives some genuine joy from them. 

The meaning of events between two individuals always depends on 
how things have been perceived. Meaning, then, is a function of the indi- 
vidual's perception of self in relation to the world, and his perception of 
his goals and potential for becoming. Emotions are not the result of stimuli, 
but of meanings that come from the cognitive process. The individual, as 
he comes to know himself and his world, sees by successive evaluation in 
his culture what the people he loves believe, He may internalize this into 
a value system and a set of goals. 

If we understand emotions in these terms, we become more concerned 
about the way children feel and what meaning the classroom situation has 
for the individual. Of greatest concern to the school is the teacher who is 
neither interested in or capable of recognizing symptoms of emotional 
maladjustment. It is inexcusable when a teacher fails to comprehend seri- 
ous personality maladjustments. The teacher whose personal maladjust- 
ment leads to conflicts and eventual amplification of undesirable behavior 
in children is another serious problem. : 

Obviously, there are no set rules on how to help children with their 
emotional problems. What works with one child is not successful with an 
other. However, each teacher can at least contribute the ability and will- 
ingness to be empathic, to see things from the child's point of view. At the 
same time, the teacher needs to maintain a genuine interest in subject mat- 
ter, the child, and the desire to help him. Finally, the teacher's fundamen- 
tal respect for the child, no matter how inappropriate his present behavior, 
can serve as encouragement in the development of emotional growth. 

The teacher's tasks in the area of emotional development involve the 
provision of a therapeutic atmosphere, or classroom climate, He must 
know what things to correct and what to ignore. The teacher is always in- 
volved as a group leader, and should integrate the whole class into a well- 
functioning unit. The goal is to develop an enthusiasm for the learning 
process. As a result, understanding of group dynamics and group discus- 
sions needs to be brought into play. 

To facilitate the development of group discussions in the mental health 
area, Dr. Ralph Ojemann, University of Iowa, has developed a series of 
materials titled, A Teaching Program in Human Behavior and Mental 
Health.1? These handbooks supply materials and suggestions to aid teach- 
ers in developing a curriculum in human behavior. The purpose of this 


material is to develop in children an understanding of the reasons for be- 
havior, 


29 В. Ojemann, A Teaching Program in Human Behavior and Mental Health (Iowa 
City, Ia.: State University of Iowa, 1960), | 
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Another pioneer in the field of bibliotherapy is Edmund Bullis, who de- 
veloped a series of weekly lessons and discussion periods.?o 

In dealing with emotional development, the teacher must see the child 
in the setting of his emotional needs and developmental tasks and must 
differentiate immaturities and misbehaviors. He must attempt to under- 
stand the purpose of misbehavior. Once he has diagnosed the child's goals, 
he must be concerned about redirecting faulty goals and faulty convic- 
tions, In order to change a child's behavior, we must change the direction 
of his psychological movement. This can be accomplished most effectively 
by understanding the child's convictions about people, life, and work, and 
helping him develop alternative and more healthy convictions about hu- 
man relationships. We must remember it is not the overt behavior we seek 
to change but the child's goals and purposes. This necessitates providing 
а consistent relationship of mutual trust and mutual respect to enhance 
development. This relationship provides the child with support. Confi- 
dence and faith in the individual must be shown and he must be encour- 
aged to meet the tasks of life. 


IMPLICATIONS 


1. There is a wide range of individual differences in emotional behav- 
ior. The teacher must be able to differentiate problems that are develop- 
mental from problems which need early treatment. K 

2. The feeling state is fundamental to the understanding of an experi- 
ence. Children more often respond to a feeling than to the objective 
stimulus, 

3. Some illnesses in childhood have emotional overtones and may be 
related to a psychosomatic defense. 

4. Although emotions are frequently considered in a negative sense, 
they also have positive attributes and should be utilized to energize the 
learning process. 

5. Need theory can be more effectively utilized in the educational proc- 
ess if we assist the child to become aware of his needs and help him to 
Work toward their fulfillment. 

6. Every child needs to experience some relationship in which he is rec- 
ognized and accepted for what he is, with no implication that it is neces- 
Sary to conform, improve, or change to become acceptable. 

7. The child's emotionality is frequently affected by health, social, and 
amily factors which can be modified. 

8. There is a basic need early in life for affective interchange between 


20H, E, Bullis and E. O'Malley, Human Relations in the Classroom (Wilmington, 
Del.: Delaware State Society for Mental Hygiene, 1948). 
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the child and a mother figure. Lack of this emotional interchange can pro- 
duce serious defects. 

9. Emotional maturity fluctuates to a greater extent than other maturi- 
ties. The schools need to develop. more effective methods of appraising 
this type of maturity. 

10. Adequate opportunity for self-expression in the home and school, 
permitting a child to reveal, explore, and clarify his feelings, is important 
for adequate emotional development. 

11. Children give us many signs of faulty emotional development early 
in life. As we become more sensitive to understanding these signs and in- 
stitute early preventive and remedial measures, the mental health prob- 
lem of adults can be significantly reduced. 

12. Significant adults in the child's life need to be aware of emotional 
problems they create through fear of failure, the setting of unrealistic 
levels of aspiration, and sarcasm and ridicule. 

13. Many nonlearaing disabilities are increasingly being recognized as 
emotionally involved disorders. 

14. Emotions are not only caused, but purposive, and need to be under- 
stood in terms of their social effects. 

15. The school must play a significant role in emotional development in 
terms of its total organization, objectives, attention to individual differ- 
ences, and methods for early identification of emotional handicaps. 

16. Research now points to the patterned nature of individual emo- 
tional development. The individual is predictable in emotional areas when 
we comprehend the pattern. 

17. Emotional development is partially dependent upon maturation and 
cannot be forced. 
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MOTIVATION AND 
DISCIPLINE IN CHILD 
DEVELOPMENT 


Child study is basically directed toward answering the ques- 
tion, “Why does the child act as he does?” When you answer 
that question, you have the means to help the child make a sat- 
isfactory ‘adjustment. An underlying element is motivation, 
which directs or channels behavior toward goals. Motivation 
includes incentives, which initiate and sustain goal-directed 
activity. Until you know specifically the individual’s motives, 
you cannot work effectively with him. 

The purposive nature of behavior has been established. Gen- 
erally, the child does not work with real effort or enthusiasm 
unless an activity has a purpose for him. Conversely, purpose 
serves to create activity. Generally purposes are highly indi- 
vidualized. The individual may even be unaware of his pur- 
poses. To guide the child’s development, however, we do need 
to determine purpose as far as possible. 

Behavior is motivated; furthermore, it is influenced by bio- 
logical, cultural, and situational determinants which exist in the 
total field. Much can be said about motivation in general, but 
the essential point to keep in mind in understanding behavior 
is the specific psychological field of the individual. 

Bill, age six, is a problem for Mother at home. He does not 
get ready for bed at the time she sets. His table manners are 
poor, and he eats only the foods he prefers. Dressing is also a 
problem, and she usually ends up dressing him in order to get 
him off for required activities. These are but a few of the prob- 
lems that Bill presents at home. In school, Bill responds to the 
teacher in a most apathetic manner. School problems are the 
teacher's problems, not his. He functions only in a limited set 
of activities that meet his particular interests. In many activi- 
ties, he reports, “I can’t do it.” 

An examination of Bill's behavior reveals some of the prob- 
lems in understanding motives and purposes. Bill’s characteris- 
tic approach to life apparently is to get other people to fit into 
his plans. He has obviously come to believe that when he does 


not function, others will function for him or excuse him from what is re- 
quired. There has been much talk about what Bill should do, but he has 
seldom experienced the consequences of his failure to function effectively. 
Somebody always sees that he is awake early enough, adequately fed, and 
dressed in time. At school the teacher has so many other demands to meet 
that by default he is indulged in his role of inadequacy. As a result Bill has 
been permitted to establish not so much that he cannot function, but that 
he will not function. 

Do not oversimplify Bill and his problems. He was chosen to illustrate 
some of the simple activities that are pertinent to an understanding of mo- 
tivation and discipline. It is important to utilize theoretical knowledge 
about motivation in order to understand practical motivational problems 
both in the home and at school. 

In dealing with the broad field of motivation, both causation and pur- 
posiveness must be explored. A good beginning might be to note the dis- 
tinction between motivation and incentives. Incentives, unless intrinsic, 
are contrived from without and are much more limited in concept than 
motivation. Incentives may consist of a variety of extrinsic rewards. In 
parent-child contacts and interactions they most frequently assume the 
form of bargaining. "If you pick up the room, we can go to the movies,” 
"If you help with the dishes Г let you play ball," or some other, "If you 
do this, I will do that." This type of bargaining cannot develop long-range 
motives. It provides only temporary incentives, and is based on a system 
of rewards. 

If you are interested in changing behavior, whether it be in the home or 
the school, you must seek to establish some link between the child's al- 
ready existing motives and the goals of learning. You must align what he 
wants to do with what he is capable of doing. Too much present motivation 
has been directed toward extrinsic rewards. Before children are in school 
any length of time, they are directed toward working for grades and other 
types of external evaluations. It is interesting to observe a class of highly 
spontaneous, creative, and interested kindergarten or first-grade children 
and then observe that same class some five or six years later when they 
have been subjected to the “motivation” of grades and function mainly in 
response to external incentives. Ways must be found to utilize intrinsic 


motivation, performing for the enjoyment and satisfaction in the act, in 
contrast to extrinsic rewards, 


When the child is directed by 
ment, he becomes comparativel 
by external standards, 


self-evaluation instead of external judg- 
y free to function. He is no longer limited 


1. Observe children in the be 
per grades. Do you notice 
ward work? Observe ways 
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motivate their children. A careful recording of anecdotes of parent- 

child interaction in relationship to mealtime, supervision of play, and 

bedtime will provide an interesting opportunity to study local motiva- 

tional patterns. Propose some ways in which you might deal with these 

motivational problems of the school and the parents. 
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In attempting to understand motivation and the purposive nature of 
behavior, note that not all motives are conscious. People are unaware of 
some of their motives and unconsciously attempt to control impulses which 
would be painful if they were conscious. Developing insight into the na- 
ture of unconscious motivation aids in understanding the concealed prob- 
lem. This is important because the repression of problems serves to increase 
tensions. 


MOTIVATIONAL THEORY 


Many early theories of motivation were almost exclusively mechanistic, 
tending to arise from a drive-reduction theory. A considerable amount of 
research work was done with animals. Such experiments are always sub- 
ject to question since the nature of the animals used is generally quite 
different from the complexities of human beings. Learning in human be- 
ings does not generally occur under extreme drive conditions. 

Some early motivational theory was related to the study of instincts and 
the work of McDougall. He credited motivation to specific tendencies, 
which he called instincts. Originally, many instincts were believed to be 
inherited. Today, however, most theorists believe that motivation is de- 
pendent on both physiological and psychological processes. 

Maier has made a distinction between behavior that is goal-directed 
and behavior that is caused by frustration, and seemingly lacks a goal.’ He 
states that frustration leads to abnormal forms of behavior that are not 
oriented directly toward goals, and that this should be distinguished from 
"motivated behavior." Maier itemizes three types of behavior: (1) behavior 
with goal orientation; (2) behavior resulting from frustration; and (3) 
reflexes and automatic behavior that are regulated mechanically by neural 
structures. 

Harry. F. Harlow's work with primates and learning is reported in an 
article titled, “Mice, Monkeys, Men, and Motives,"? in which he first pre- 
sents an exhaustive study and critique of the drive-reduction theory. Har- 


1 N. Maier, Frustration: The Study of Behavior Without a Goal (New York: McGraw- 
Hill Book Company, 1949). 

? H. Harlow, "Mice, Monkeys, Men, and Motives," Psychological Review, 60 (1953), 
23-32. 
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low emphasized the importance of the child's curiosity and investigatory 
motives, and indicates that any study of children will show differences in 
inherent patterns of response and motivational forces. Harlow suggests 
that the variables of real importance cannot be constant from one learning 
problem to another and that they are tremendously differentiated as we 
pass from one animal order to another. Since a considerable amount of 
past motivational learning theory has been developed from animal re- 
search, it is important to consider the work and opinion of Harlow, who 
has done much work with animals. Lewin also found that curiosity induces 
purposive behavior leading either to satisfactions or tensions. 

Maslow has developed a theory of motivated behavior based on needs.* 
He has set up a hierarchy of human needs beginning at the basic organic 
or physiological needs and proceeding up the scale to self-actualization. 

Increasingly the belief has developed that motives represent a particu- 
lar kind of perceptual or cognitive organization in the individual and that 
a mechanical stimulus-response theory, like the behaviorists’ cannot fully 
explain motivation. Any analysis of motivation is incomplete without in- 
cluding variables not usually considered by the behaviorists. Prentice in 
particular has suggested a look beyond the physiological into the wider 
dimensions of motivation, including such concepts as novelty, difficulty, 
and threat.5 

Bindra and Young's broader view of motivation includes both energiz- 
ing and regulatory functions. They do not restrict motivation to goal- 
directed activities. They go beyond purposive sets or intentions in their 
search for the determinants of activity. 

No report on the study of motivation would be complete without some 
reference to what we have termed dynamic psychology. While the work 
of Freud, Adler, and Jung has been subjected to experimental and scien- 
tific analysis only in recent years, their influence upon current thought has 
been widespread. Motivational theory in dynamic psychology has rested 
upon the insight of the originators, who propounded the concepts of un- 
conscious motives, repression, compensation, purposiveness, sublimation, 
and the other defense mechanisms. 

For Freud, the id was the pleasure level of personality and the source 
of instinctual energy and impulsive, primitive drives. The superego also 
played a force in motivation in so far as it set rules and defined limits, It 
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assisted the individual to identify with certain social rules, mores, and 
values. In the Freudian motivational scheme, the ego was under constant 
pressure from id and superego forces; from the interplay of these forces 
the defense mechanisms were formed enabling the individual to act in 
accordance with his view of reality. The basic instinctual energy behind 
motivation is the libido, according to Freud. The libido is the sexual drive 
in the broadest sense. Behavior is viewed in terms of releasing energies 
and pressures. The libido is described developmentally, changing with 
maturation and going through the successive stages that have been de- 
scribed as oral, anal, and genital. 

Karen Horney saw child development as a maturational process which 
led to the full realization of the individual’s capabilities. She postulated 
a force toward growth which led to an unfolding of the individual's po- 
tentialities.? This is similar to the organismic force for growth described 
by Olson and Millard. For Horney, the interference which caused the 
most anxiety was a lack of love. Under this anxiety and pressure the child 
would react either by moving toward people, withdrawing from people, 
or perhaps acting against them. 

Henry Murray developed a complicated theory, consisting of an inte- 
grated aggregate of needs and perceptual presses (the power to affect the 
well-being of an individual). Murray listed a large number of needs, both 
social and personal, which a person required to reduce his striving be- 
havior. The intensity of these needs in each individual determined his 
personality. The resulting behavior, motivated by the need-press situation, 
he called a thema. He believed that one could infer the nature of the indi- 
vidual’s needs by analyzing his thematic tendencies. From this theory 
developed Murray’s Thematic Apperception Test in which the individual 
is shown ambiguous pictures. In telling a story about the picture and plac- 
ing himself in the situation he projects his own needs and provides an 
opportunity to analyze his psychological movement. 

Adler rejected the strong sexual emphasis of the Freudians and believed 
that a considerable amount of motivation could be explained in the move- 
ment to compensate for a real or felt deficiency. He stressed the fact that 
from early infancy the child was placed in a situation which developed 
feelings of inferiority. As a result, he was motivated to better his situation, 
a process described as compensation. According to present Adlerians mo- 
tivation can be understood best in terms of the purpose of behavior as it 
occurs in a social setting, For Adlerians belonging is the basic need, They 
would urge an acquaintance with the subjective view of the individual to 


7K. Homey, Neurosis and Human Growth (New York: W. W. Norton & Company, 
Inc., 1950). 

ЗН. A. Murray, Explorations in Personality (New York: Oxford University Press, Inc., 
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grasp his private logic, in the belief that his motives are clearly revealed 
by the way he makes choices or decisions. Extensive research by Schachter 
has demonstrated the significance and power of the social needs in human 
behavior.? 

The child's sense of inferiority and his striving to be superior or "better" 
are inseparable and can lead to exaggerations, which develop into psy- 
chological disturbances. Adler offered as a crucial factor in evaluating 
normal development the criterion of the degree of social feeling shown by 
the individual. He suggested that parents should prepare children properly 
for life by stimulating their social feelings, their concern for others. The 
child's constructive activities which demonstrate cooperation should be 


commented on in contrast to always noting the destructive activities and 
the attempts to feel superior. 
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2. Make an attempt to utilize Adlerian theory by categorizing children's 
activities in terms of useful and useless behavior (constructive and 
destructive). Give specific illustrations of your observation of the pur- 
poses of children. Whenever possible, report these incidents in anec- 


dotal form. 


Adler believed that the child's goals and motives could be determined 
from his attitude toward three basic questions of life. How does he handle 
the social problem of making friends and getting along with people? How 
does he react to the work tasks presented at different developmental lev- 
els? Finally, what is his attitude toward the opposite sex, and how does he 
play his sexual role? 

Much of the writing on motivational theory has spoken of drive reduc- 
tion; anxiety reduction; needs and satisfaction; tension reduction. The 
discussion generally deals with movement from disequilibrium to equi- 
librium. In our approach to motivation we shall attempt to go beyond a 
study of the drive and tension theories, agreeing with Jersild that there is 
a positive striving which goes beyond equilibrium.!? Described as the 
drive toward self-fulfillment, this more positive view of motivation syn- 
chronizes with developmental theory. 


A DEVELOPMENTAL THEORY OF MOTIVATION 


A developmental theory of motivation expounds a growth impetus which 
is a type of seeking and not merely a striving initiated by tension. Accord- 


9 5. Schachter, Psychology of Affiliation: Experimental Studies of the Sourc Gre- 
gariousness (Stanford, Calif.: Stanford University Press, 1959). а 
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ing to Maslow there is a positive direction toward self-actualization in 
growth motivation. Maslow's theory takes into account the integrated 
wholeness of the organism. It rejects any set of physiological drives as be- 
ing the center of all human motivation and stresses instead the ultimate or 
basic goal of the individual. Motivated behavior is the way in which basic 
needs are expressed. Needs, then, are not treated in isolation. Maslow 
would feel that a listing of drives is not conducive to an understanding of 
human motivation and child development and that the focus must be on 


‚ goals instead of drives. In his theory the field, the situation, and the cul- 


tural determinants must be taken into account. 

Maslow argues that human needs arrange themselves in a hierarchy. At 
the lowest level are the physiological needs, food, water, air, sex, etc., 
which are basic and urgent. When the physiological needs are 'gratified, 
there emerges a new set of needs, related to safety. The safety needs of the 
child are met in an orderly world in which he can feel safe and sure. The 
child needs to be free of bodily illness, danger, continually disrupted 
routines, etc. The effects of failure to satisfy the safety needs are seen in 
the neurotic or psychotic child. When the basic organic and safety needs 
are met, the child is free to experience the higher needs for love, affec- 
tion, and belonging. The child needs the affection of individuals and 
groups. When the love factor is thwarted, maladjustment and eventually 
more severe psychopathology can be predicted. It is important to recog- 
nize that in each individual the love need involves the opportunity to give 
as well as receive love. Many children are as deprived in their opportuni- 
ties to give love as they are in opportunities to receive love. 


3. Give an illustration of how the lack of fulfillment of safety or love needs 


can result in the neurotic or psychotic child. How can a child be de- 
prived of opportunities to give love? 


Maslow's next set of needs are the esteem needs for competence, mas- 
tery, adequacy, achievement, recognition. When these needs are not met, 
the individual is discouraged. When they are met, however, a new type of 
motivating force emerges—the need to self-actualize, to become whatever 
the individual is capable of. This need varies from individual to individ- 
ual, and is highly dependent upon satisfaction of the physiological, safety, 
love, and esteem needs. 

In the establishment of his hierarchy of needs, Maslow has made a sig- 
nificant contribution to motivational theory. He points out that while 
needs are highly individualized, the hierarchial order remains so that sat- 
isfaction at one level of need opens the way to the next level, developing 


11 Maslow, Motivation and. Personality. 
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a motivational cycle toward self-actualization. In growth motivation there 
is no final need gratification or climax; the force toward self-actualization 
is continuous.!? 

There are many similarities between Maslow's point of view and some 
of the postulates of Kurt Goldstein!? and the work of Carl Rogers." They 
are all in agreement on the striving to actualize and enhance the organism 
as the prime human motive. For further reading consult the article by 
Maslow titled “A Theory of Human Motivation.” 
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4. To demonstrate your understanding of Maslow’s concept of the hier- 
archy of needs, take several children, and illustrate how they may be 
» at different stages in the hierarchy. How do you explain their varied 


stages? 


THE MOTIVATIONAL NEEDS 


In a consideration of motivation, it soon becomes apparent that certain 
needs—purposes and goals—establish themselves in a hierarchy as Maslow 
has well described. These needs and purposes can be understood best 
within the framework of the child's learning situation and his total devel- 
opment. His motives must be seen in a developmental sense. Havighurst's 
outline of developmental tasks, presented in Chapter II offers a guide to 
some of the tasks the child is working toward. 

Acknowledging that needs are also affected by the level of maturity 
points to the significance of early and late maturation in motivation. The 


The life experience of each child determines the motives which evolve 
in his particular life style. His behavior is most directly affected by his 
perception and evaluation of all the factors in his life. The resulting atti- 
tudes determine the life style. These attitudes are first held on a trial-and- 
error basis, but eventually the child uses them as guiding principles. In 
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this process the child may misinterpret his needs and motives as well as 
the needs and motives of others. However, he learns to function on the 
basis of his assumptions however faulty. It is important, therefore, to con- 
sider motivational needs early in life. As the child’s anticipations are con- 
firmed and his view of life becomes set, it is increasingly difficult to change 
his picture of the world. 

The first environmental setting is the general family atmosphere. Here 
examples, social levels, expectancies, and standards are set for the child. 
Family patterns are not necessarily deterministic for children, some of 
whom reject family standards and behave in direct opposition. The child 
may reject the religious values the family holds or he may reject other as- 
pects of the family’s socioeconomic position. 4 

The family constellation also has an effect оп the development of the 
child's needs and motives. His position within the family often is crucial 
in the development of his point of view. Similarity of traits in siblings is 
usually an expression of family atmosphere. On the other hand, differences 
in the traits of siblings reflect the position of the child in the constellation 
and his response to competition among the siblings. 

The culture is also influeritial. The child is affected by groups to which 
he belongs or would like to belong. As has been pointed out, needs are 
influenced by the maturity of the individual. The infant's small number of 
needs soon begins to grow so that by maturity the human being has a 
complex interlocking system of needs and motives. The developmental 
nature of needs is clearly revealed in апу review of the needs of the in- 
fant, the elementary school child, and the adolescent. 


5. In light of the developmental theory of needs and motives, observe 
children at various developmental stages. Describe the way in which 
developmental needs are influenced by maturity factors. 
LIED ac xe se н um. EP: Aa dai IMMO wo ee a Se 


The parent can play an important role in motivation. The home atmos- 
phere should be accepting and encouraging. Experiences that interest and 
challenge the child should be provided. Standards set for the child should 
relate to his ability; recognition should be given when the standards are 
met. Consistent attempts to encourage curiosity should be developed, and 
the parent should seek to create an environment in which questions are 
freely asked and answered. The child should be encouraged to utilize the 
problem-solving approach whenever possible. The parent should be avail- 
able to assist, but the child should find his own solutions to his problems 
and experience his own success. 

Many arrangements and classifications of needs appear in the literature, 
and we shall attempt to integrate them with the point of view we have 
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expressed. Prescott has described behavior in terms of a six-point frame- 


work which we shall utilize and expand in our description of needs and 
motives, 16 


Physical Factors 


A child is born with certain physical needs. He has a need to safeguard 
his physical being and hence to satisfy the stresses of hunger, thirst, tem- 
perature, fatigue, and pain. The child is aware of these ever recurring 
demands and is almost continuously active in his efforts to satisfy them. 
As the child matures, he learns to control these needs, .and the body par- 
ticipates in this control through the process of homeostasis. Behavior, 
then, originally is motivated primarily by physical needs, and it is only 
after these needs are satisfied that the child is free to take the next step. 

The child needs physical help and a proper balance between.activity 
and rest. He must have opportunities to function physically, to participate 
in a manner appropriate to his structure and the maturity level of his 
body, and to develop skills in managing the body. 

Although Harlow has demonstrated that the best learning does not oc- 
cur under strong drives, they cannot be ignored; therefore, understanding 
motivation once again forces a reconsideration of the developmental tasks. 
At different times in his life the child has different developmental needs 
related to the specific physical motives. 

The school must consider the effect of homework in relation to physical 
needs. Too much extra work after school prevents the child from par- 
ticipating in activities which satisfy some of his physical needs. Similarly 
the aware teacher knows the importance of such break periods as recess, 
noon hour, change of work pace, and occasional rescheduling of routines. 

Some psychologists also consider in this area what they call the indi- 
vidual’s need for activity. Good learning situations provide opportunities 
for activity and the utilization instead of suppression of physical motives. 
Activity for the child in and of itself is pleasurable; he likes to be doin 
things. We need to appreciate the significance of this childhood charac- 
teristic as a motivating influence. Schools formerly attempted to teach the 
child to sit quietly until directed, but now are attempting to utilize the 
child's energy for educational purposes. 


motives in planning the total program? 
motives in her classroom? 
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ve Process (New York: McCraw-Hj 
Company, 1957). cGraw-Hill Book 


287 


288 MOTIVATION AND DISCIPLINE IN CHILD DEVELOPMENT 


Love Factors 


Every child needs emotional security, which is derived from the cer- 
tainty that he is loved. When he feels valued, security can serve to facili- 
tate many other activities. The insecure child generally has persistent 
adjustment problems and does not function effectively either in the home 
or at school. The child's well-being depends on his ability to evoke the 
love of other children. He needs to participate in both giving and receiv- 
ing love. The desire to be accepted can become one of the strongest mo- 
tivating factors in the child's life. A considerable amount of what he does 
or attempts to do is motivated by a desire to please some other significant 
person in his life, The child who seemingly functions only to please him- 
self is exhibiting a major symptom of failure in social adjustment and a 
faulty view of life. 

Each adult at home and in school must recognize the importance of 
developing a relationship in which the child feels that he is pleasing some- 
one whose love and respect he desires. The child's love relationships de- 
velop first with the parents and subsequently include siblings and other 
relatives. Various sources of security must be used in meeting the love 
needs. The healthy child's feelings of being approved, loved, and valued 
give him security and the strength to function effectively. It has been 
demonstrated that approval is a more effective reinforcer with the indi- 
vidual who has been deprived of approval than with the individual who 
has been satiated. 

Gerwitz and Baer devised a problem in which children dropped marbles 
into one of two holes; they reinforced one of the responses with verbal 
approval.’* In the experiment some of the children spent twenty minutes 
alone, socially deprived, before being presented with the problem; con- 
trols went directly to the experiment; and another group was "satiated" on 
the way to the experiment by extremely approving reactions on the part 
of the experimenter. They concluded that social drives appear to be re- 
sponsive to deprivation and satiation. The importance of perceptive use of 
approval is apparent. All adults need to find more effective ways of recog- 
nizing the child’s assets and strengths, and frequent use of this diagnosis 
of assets is of great value in developmental psychology. 


ee 


7. Love relationships are significant in motivating the child's work. Illus- 
trate how the lack of love relationships may affect a specific child's 
learning. How may the teacher utilize the love relationships in the 
learning situation? 
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Cultural and Socialization Factors 


The influences of subcultures on needs and motives are internalized by 
the child. It is really from the culture that some needs develop. We can 
observe differences in culture-based needs among nations and also amon 
the subcultures within our nation or within a large city. The child must 
internalize the appropriate way to play his sexual role in our culture. As 
he moves from the home to the neighborhood, the school, and various 
other groups, he experiences the effects of his culture and must make a 
continuing series of readjustments to the different cultural factors with 
which he comes into contact. They all have an influence upon his percep- 
tion of self and society. His internalization of some cultural traits may 
cause him to face the prejudice of other individuals. In some instances 
cultural factors in motivation stand out most clearly in the school situa- 
tion. The standards and demands set up within the school may be in 
severe conflict with some cultural needs. The school's values may be quite 
inappropriate to the cultural group of some children. 

The success motive is strong in our particular culture, and the child is 
given an early orientation toward the importance of success. He often 
reveals his attitude in the interest he displays in mastering particular 
situations, The child who has experienced success in the past approaches 
a challenge with confidence. He has every reason to believe that he will 
succeed again. It is important to arrange situations that provide success 
experiences and also to utilize the past success experiences of the child in 


motivating him. Robert White has termed this approach the motivation 
for сотреќепсе.18 
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8. Give examples of differences in needs related to culture. How can the 
teacher be aware of these needs? How do they affect the instructional 


process? 


Peer Needs and Motives 


Each child needs to belong to a peer Broup. Released from the domina- 
tion of his physiological and safety needs, he can move 
gence of social goals. He must be able t 
group. Many opportunities are available da: 
to use responsibility to develop the sense о 
the child's need to affiliate and be sociall 
where. Frequently, this need to extend ге 
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recognized, but the value to the individual's mental health developed 
through mutuality in human relations is seldom considered. 

The child must accept social obligations in order to develop beyond the 
infant stage. He must learn almost at once to become both dependent and 
independent, to recognize his contributions within the total social frame- 
work. As he matures, he adjusts to increasingly complex social situations 
in which mutuality and the giving and getting of ego recognition become 
more essential. It is important that early in life the child be taught a sense 
of personal worth. He should develop the social skills necessary for ac- 
ceptance. These are parental tasks that go beyond providing for security 
and acceptance within the family. 

The importance of belonging as a basic need has already been outlined. 
Social contact is vital to the normal personality development of the child; 
total isolation is generally intolerable for adults even if physical needs are 
met. Schachter provides an extensive review of the importance of social 
contact.!? 

_If the child cannot get positive approval, he may be forced to receive 
recognition and belonging by behaving inappropriately. For some chil- 
dren the negative reaction of others is of much greater value than merely 
being ignored. The teacher should encourage the group to develop a 
group spirit. The delegation of duties and responsibilities so that each 
child can function as a member of the class is a highly significant task of 
the teacher. When peer needs are not met effectively and the child does 
not develop a proper sense of social feeling, the obstruction of develop- 
„mental tasks and social adjustment is quickly evidenced. One criterion of 
adjustment is the development of social feeling. 

—— — чыш a Бл Ды ЖЫ, L ДЕРИНЕН 
9. Observe children at various age levels, and report on their social feel- " 
ing and concern for others. Are the maladjusted those with less social 
concern and social feeling? i 
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Self-developmental Needs 


Each child needs to accomplish goals and progress toward the achieve- 
ment of values and aspirations. He needs to experience success. This 
necessitates the opportunity to plan, make decisions, and work out plans 
to suit his values and goals. 

The child needs to assure himself that he has succeeded and can achieve. 
He should be told when he is making progress and when his work de- 
serves approval.” If the individual believes that no matter how well he 


19 Schachter, Psychology of Affiliation. 
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works no one will take the slightest recognition of his achievements, in- 
centive to work may be reduced almost completely. Teachers should be 
particularly aware of the importance of recognition as a motivational goal. 

A child can be stimulated to achieve best when he has already experi- 
enced accomplishment, Thus, success in the early tasks is crucial. From 
simple successes he can progress to successes of a more difficult nature. 
Developmental teaching, then, becomes important. The teacher who at- 
tempts to make the child advance too rapidly brings about discourage- 
ment and a sense of failure instead of achievement. 

Success needs to be measured in terms of the child's view of self. Learn- 
ing should be geared to stimulate growth, Success is always a relative 
term. Problems the child is exposed to should be relatively difficult, but 
they should be within the grasp of his interests, past experience, and 
ability. Recognize, too, that achievement as a motivational need can be 
used to overcompensate for the individual's anxiety about his capacity to 
accomplish the tasks demanded by his role. The child may receive all of 
his satisfactions from school work and use this area as compensation for 
inadequate functioning in other areas. 

Self-developmental needs particularly can be enhanced through the 
utilization of such incentives as novelty. A unique approach to materials 
that stimulate the child's curiosity can be effective, Berlyne has done re- 
search to substantiate that complex and varied stimuli attract more atten- 
tion than do simple, more regular or familiar ones.?: 


10. How can the adult determine if he is moving faster than the child's 
interests? How can the self-evaluation of success be used in a prac- 
‘tical manner with а group of children? 


TOXIN E S ысы Wo АЙ CAO C 


Feelings About Self Related to Motives 


The child's feelings of security, adequacy, and belonging should: free 
him to work toward self-actualization. As he meets his goals, he can ex- 
perience the continual process of self-actualization which permits the 
development of creativity. Here the motivational needs of curiosity and in- 
quisitiveness are also able to come into play. 

We can see, then, that needs and mo 


1 nt, interpers 
relationships, and general cognitive structure of the individual. ae 
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UNCONSCIOUS MOTIVATION 


In many instances motives may have an adaptive function that is not 
obvious to the behaver. When the individual's pattern of behavior consist- 
ently achieves results of which he himself seems to be unaware, what 
psychoanalytic theory has called the unconscious motives is operative. 
The behavior is an attempt to satisfy impulses which would be painful to 
the individual if he were aware of them. The teacher who encounters such 
behavior is dealing with repressed material. Awareness of the possibility 
of unconscious motives helps alert adults to problems which the child may 
be concealing. In the realm of more complex social motives, individuals 
often produce behavior which appears to be purposive and goal-directed 
and strongly deny the inferred motive. Some motivation operates outside 
of awareness. + 

Substantiation of the unconscious has been developed primarily from 
hypnotic studies and clinical experience. Kubie has summarized the clini- 
cal evidence regarding the method by which the conscious process be- 
comes unconscious? Erickson has illustrated through hypnosis how the 
unconscious process operates.?? 


RECOGNIZING THE CHILD'S MOTIVES 


Understanding needs and motives is not enough. The understanding 
must be applied. We must always recognize that our own values, feelings, 
and attitudes play a role in our evaluation of others. The interaction of the 
personalities of child and observer must be taken into account. 

One of the first attempts to understand the child's motives can be made 
through objective observation, but you must know what to look for. The 
actions of the child provide an excellent opportunity to develop insight 
into his motives. However, motives can take on meaning only as they are 
seen in relationship to the framework in which we are working and the 
purposive nature of all behavior. The keeping of anecdotal records with 
adequate sampling provides many clues to the motivation of the child. In 
viewing every act of the child as an expression of his attitudes, goals, and 
expectations, you note the individual behavior pattern. Some children func- 
tion only when they produce, or excel, or are first; without special recogni- 
tion they do not function at all. The child who is uncooperative and seems 


22 L. Kubie, “Problems and Techniques of Psychoanalytic Validation and Progress" 
in Psychoanalysis as Science, ed. E. Pumpian Mindlin (Stanford, Calif.: Stanford 
University Press, 1952), pp. 46-124. 
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to believe that he cannot be liked may be finding his place specifically by 
being disliked. * Я 3 
———— 
11. Give some specific examples of ways in which the child's behavior re- 
veals his attitudes. 


А 


Teachers must be trained to recognize the psychological movement and 
exposure of character traits in all the interactions of individuals. Then, 
eventually, after they have presented systematic anecdotal information, 
anecdotal records may indicate the child’s purposes, goals, and attitudes. 
Dreikurs shows how teachers can recognize the motives of children within 
the typical boundaries of the classroom and the techniques available to 
them.” First, they can try to understand the meaning of the child's be- 
havior or misbehavior. Is he seeking attention, showing his power, getting 
even, or perhaps displaying his inadequacy. Secondly, they can watch 
their own reactions to the child’s behavior. Frequently what teachers are 
inclined to do spontaneously gives the clearest insight into the child’s 
goals. As they check their first reaction, they may see the direction of the 
child’s goal. Mild feelings of annoyance may indicate that the child is just 
seeking attention. However, when they feel challenged and feel inclined 
to prove to the child that they can make him do it, they may be sure that 
the child’s goal is power. Feelings of hurt and resentment are indicative 
of the revenge goal. When they feel like saying, “I don’t know what to do 
about this,” it is usually indicative that the child has sought to impress the 
teacher with his inability so that he can be free to function as he chooses. 

In the same way, response to correction discloses the child’s motives. 
His response to the adult's efforts to control him reveals the goal. The 
child who wants attention stops his disturbance when he receives atten- 
tion. When he is challenging authority, the teacher's desire to have him 
control his actions only brings about stronger resistance. The child who 
seeks to get even may become even more hostile and violent at the adult's 
attempts to stop his behavior. In other words, the child’s reaction to cor- 
rective efforts provides clues about the purpose of his behavior, 


GOALS OF MISBEHAVIOR 
The teacher must be alert to the general pattern of the child’s behavior, 


As he pursues his goals, he may use active or passive methods, construc- 
tive or destructive methods. The child who feels accepted is free to use 


24 Б, Dreikurs, Psych й : 
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constructive methods; the child who feels rejected generally turns to de- 
structive methods. Four basic behavior patterns—(1) Active-constructive, 
(2) active-destructive, (3) passive-constructive, (4) passive-destructive— 
will serve as a guide in understanding behavior. 

The first goal, in which the attention-getting mechanism is operating, 
can be found in many children. Frequently it is not even recognized as a 
behavior problem. The competition common in school and society often 
encourages this kind of behavior. The passive-constructive attention get- 
ter who is merely “charming” is also frequently overlooked. His charm and 
dependence frequently make him a teacher's favorite. It is only the mis- 
chief maker who is readily recognized because of his active-destructive 
acts. 

The second goal is the struggle for superiority between child and adult. 
Any pressure results in the child's fighting back and showing extreme 
aggressiveness. Adults who deal with this type of child feel personally 
challenged and tend to react with the feeling that they will show the child 
that they can control him. 

The goal of retaliation or revenge generally leaves the adult feeling 
deeply and personally hurt by behavior. Children who use revenge need 
to be convinced that they can be liked. 

The final goal of disturbing behavior, as described by Dreikurs, is the 
display of real or imagined disability. The child impresses the adult with 
his incapacities and. as a result, the parent or teacher characteristically 
throws up his hands in complete despair and permits the child to function 
in the way in which he chooses. The factors in understanding misbehavior 
are best portrayed schematically in the diagram in Fig. 10-1. 


Diminished Social Interest 


Pig. 10-1 


Passive Active Passive 
Constructive | Constructive | Destructive | Destructive 
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EFFECTIVE PROCEDURES IN MOTIVATION 
Child-Adult Relationship 


` 


The importance of a good relationship between the teacher and the 
pupil, between the adult and the child cannot be overestimated. In order 
to influence the child’s motives, there must be mutual respect and a mu- 
tual alignment between the goals of the adult and those of the child. No 
one can be influenced without friendly relationship. Many poorly mo- 
tivated children are really the products of poor relationships. Motivational 
studies of children in the classroom show that frequently the personal 
qualities of the teacher are crucial in developing the child's motivation. 
This relationship consists of valuing the child, of providing opportunities 
for recognition, approval, and acceptance. The relationship can be char- 
acterized by kindness and firmness. Kindness shows that the teacher has 
respect for the child, while the firmness illustrates just as adamantly her 
respect for herself. 


Encouragement 


The teacher must become familiar with methods of encouragement. 
Evidence of the teacher's faith enables the child to believe in himself. This 
type of relationship gives recognition for effort and takes into account the 
necessity of sequential and psychological pacing, which permits successes, 
It recognizes and focuses on strengths and assets. In the simplest way, it 
conveys to the child the feeling that he can perform and that it is safe to 
try. The acceptance and encouragement method has been described by 
Dinkmeyer and Dreikurs,25 

Page investigated the effect of teachers’ comments on student perform- 
ances with seventy-four secondary school classes? A test on the subject 
matter was graded in three randomly assigned groups—the “no comment” 
group, the “free comment” group, and the “specified comment” group. 
The “no comment” group received no mark except the grade. The “free 


form comment believed to be encouraging. On the next test the “free 
comment” group achieved higher scores than the other two groups, and 
the “specified comment” group received higher scores than the “no com- 


” group. Specific encouraging comments have an effect on the stu- 
dents’ efforts, 


25 D. Dinkmeyer and R, Dreikurs, Encouraging Children to L 
ment Process (Englewood Cliffs, N.J.: Prentice-Hall, Inc., 1963) 
26 E, Page, “Teacher Comments and Student Perform 
Experiment in School Motivation,” Journal of Edu 
1958, 173-181. 
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Interest 


Effective motivation always takes into account the interest factor. It 
attempts to exploit interests already present. It recognizes that interest 
can be created and that changes in behavior as well as changes more di- 
rectly related to academic learning can be influenced by the development 
and creation of interests. 


Early Success 


It is important to provide immediate goals along the way. It has been 
demonstrated that success generally leads to higher and more realistic 
goals. The provision of immediate goals tends to build a motivational 
bridge. 


Individual Success 


In any activity efforts should be taken to insuré success for each indi- 
vidual. It has been demonstrated by research that after success the level 
of aspiration tends to be raised; after failure it is lowered." Careful plan- 
ning can insure success in the acquisition of behavioral traits, character- 
istics, and attitudes, just as well as in academic learning. 


Intrinsic Motives 


Intrinsic motives provide a broad base for understanding behavior. By 
determining and using specific factors which already motivate an indi- 
vidual toward his immediate goals, movement can be taken toward ac- 
complishing long-range goals. 


Developmental Levels 


It is always important to consider the developmental level of a task in 
any attempt to establish effective procedures in motivation. Consideration 
of the developmental levels offers a broader base for evaluation. Fritz 
Redl has given some examples of developmental differences.?? He dis- 
cusses the period when, in his terms, even nice children behave badly, 
when the child may keep his worries, fears, and concerns hidden within 
himself. Much of his behavior is considered bad and improper by adults. 
His extreme physical restlessness, his occasional regression to infantile 


"i K. Lewin, А Dynamic Theory of Personality. 
Б eee Pre-adolescents: What Makes Them Tick,” Child Study, 21 (1944), 44-48, 


MOTIVATION AND DISCIPLINE IN CHILD DEVELOPMENT 


habits, his conflict with adults, all cause concern about modifying his be- 
havior. Redl illustrates the way in which developmental levels may affect 
motivation. 


Extrinsic Motives 


Adults are prone to use punishment, reprimands, and ignoring as meth- 
ods of dealing with children. Some of the ineffective aspects of motivational 
factors will be dealt with later. They need to be mentioned here merely as 
part of extrinsic motivation. À considerable amount of motivation has been 
arranged on the basis of external rewards, which, when they become part 
of the psychological field, can be effective in the sense that they aid be- 
longing, approval, recognition, or other basic motivational needs. How- 
ever, extrinsic rewards, such as stars, badges, and grades, should always 
be considered in terms of the long-range objectives of an activity. They 
tend to encourage the child to work more for the reward than for the 
acquisition of the particular trait, skill, or ability. There has been much 
misunderstanding arid confusion in the use of praise and blame. Thomp- 
son and Hunnicutt have pointed out the importance of understanding the 
varied personalities in the classroom when using praise and blame.?? They 
concluded that when repeated often enough, praise increases the work 
output of introverts but not extroverts, and that blame increases the work 
output of extroverts, until it is significantly higher than that of extroverts 
who are praised or introverts who are blamed. 


Knowledge of Resulis 


Аз has been mentioned in several contexts, knowledge of results is a 
most important procedure in motivation. Teacher recognition and the de- 
velopment of an individual progress chart or the production of some feed- 
back on development can be most effective in motivation. 


Self-selection 


Self-selection can be a most effective procedure in motivation. An ap- 
plication of the pacing concept, it permits the child to choose material at 
his own interest and ability level. Research has produced much evidence 
that all-forms of learning can be facilitated by self-selection.2° 


29G, Thompson and C. Hunnicutt, “The Effect of Rej eati i 

T e > peated Praise or Blame on the 
Work Achievement of ‘Introverts’ and "Extroverts,' " Childhood Ed cation, 30, No. 5 
(January 1954), 212-15, 1 S 4 * à 
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INEFFECTIVE MOTIVATION 


Whether a particular motivation is effective or not must always be 
judged on an individual basis. What works with Johnny might not work 
with Billy. Some methods of motivation are generally ineffective, how- 
ever. Àn unhealthy emphasis on competition can be an ineffective mo- 
tivational procedure. It may work for some children but it frequently 
works best for the child who needs it least. The child who wants to com- 
pete is usually interested in the competition because he can win. Any 
recognition of individual differences raises the question of how many 
children are competing equally in some of the competition schemes cur- 
rent within schools, clubs, and other groups. 

Ridicule and public reproof are other ineffective methods of motivation. 

So, too, is bargaining in which the adult gets the child to do something 
in return for a favor. This tactic only teaches the child to drive a "good 
bargain," and he becomes more concerned with winning the best in the 
bargain than in functioning. Getting the child to behave primarily to 
please the adult is never effective if it must be mentioned. If the relation- 
ship is a good one to begin with, the child wants to-function on this basis. 
I the relationship is not good merely mentioning that the child should do 
it for the adult’s sake does little to strengthen the relationship. Finally, 
since good “discipline” implies self-control, it can be judged by the lack 
of necessity for external interference and controls. 


SELF CONCEPT AND LEVEL OF ASPIRATION 


It has been demonstrated in the work of Sears that an important factor 
in determining the level of achievement which a child proposes for him- 


. self is his previous experience in similar situations?! The child's failure to 


achieve his stated goals usually results in the development of unrealistic 
aspirations for succeeding performances. He either estimates his future 
performance at an impossibly high level, or so low that he can obtain the 
goal without effort. 

When children achieve near the level which they expect of themselves, 
their future expectations of performance are quite realistic. This factor 
should be used in working toward the development of the individual 
child. Sears demonstrated that self-confident, successful children have 
similar reactions to a level of aspiration situation, whereas unsuccessful 
children lack confidence and may adopt one of a number of different be- 
havior techniques in ensuing situations. Obviously, the level of aspiration 
concept is closely related to the maintenance of self-esteem and the 


81 p, ‘Sears, "Levels of Aspiration in Academically Successful and Unsuccessful Chil- 
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development of self-actualization. The general effects of motivation on 
learning have been summarized cogently by Melton.*? The functions are 
to energize and make the organism active, to direct the activity of the or- 
ganism, and to select what it defines as the consequences of responses and 
hence the later performance of the individual. 


DISCIPLINE 


One of the products of a more precise understanding of motivation 
should be the ability to direct groups or individuals effectively in learning 
situations. Whenever parents or teachers get together, the topic of dis- 
cipline is frequently discussed. Teaching cannot exist without effective 
discipline. Parental training devoid of effective disciplinary techniques 
ends in maladjustment for the child and confusion for the parents. 

Although there are many definitions of discipline, the concern here is 
with the type of disciplinary relationship which produces self-control and 
enables the individual to discover orderliness and to develop a reasonable 
degree of socially acceptable behavior. He becomes aware of his respon- 
sibility not only to himself but also to the group. The disciplined individ 
ual is able to accept external controls for the good of the group, and at the . ғ 
same time is continually moving toward the development of internalized 
controls, self-discipline. This type of discipline enables the individual to 
fit into varied responsibilities in democratic life. Disciplinary procedures 
definitely reflect the adult's understanding of the child; they should also 
reflect the goals and objectives we have in mind for the child's develop- 
ment. 

This type of discipline is far different from the basically punitive ap- 
proach but, instead, is educative in conception. Its goal is to shift from the 
external controls of the adult, parent or teacher, to eventual self-control, 

The educative approach works toward the child’s understanding the 
natural results of his behavior so that he is able to function effectively on 
his own even when he is not protected or “looked out for.” Such discipline 
in the family fosters the development of family councils wherein the child 
participates in the formulation of rules for himself at home. In the class- 
room, the class council and the school student council are also effective 
ways to assist in the development of long-term discipline. It is apparent, 
then, that the objectives of discipline are closely allied with the objectives 
of learning and education. 

The study of discipline draws upon an understanding of the child as 
already developed in other areas. First the Great individual differences in- 


82 A, Melton, “Motivation and Leaming,” in Encyclopedia o; Educat: 
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volved in disciplinary actions must be recognized. Children cannot be 

disciplined merely by treating all equally, but must be disciplined in 

accordance with individual differences and the meaning that the specific 

situation has for each child. There are varying levels of readiness in dis- 

ciplinary situations, and maturity and the varied ages and stages of 

growth and development must be considered. Oppositional, negativistic, 

and hostile behavior appears at certain stages. This does not mean that 

all such behavior must be tolerated; however, it does indicate that some 

misbehavior can be alleviated simply by ignoring it. This procedure .is 

effective if the purpose is to get attention; but it does not deal with the 

underlying needs. All disciplinary action should be taken with an aware- 

ness of whether you are only managing the symptom and not the real, 
motive and problem. Understanding of the motive and the social reward’ 
the child receives is crucial in forming new relationships. 

The preventive aspects of discipline should also be considered. The 
time devoted to preparing for a situation or using preventive discipline is 
well-spent. It has been found that when teachers use group discussion to 
integrate the group and to seek out voluntary participation, fewer dis- 
ciplinary problems develop. Utilization of interests already present and 

» group discussion techniques can facilitate group integration. The situation 

^ = takes on the spirit of self-discipline, and a give-and-take relationship is 
developed. „з 
оссе снн ра АЛАР NUM БҮЗ" дүн" ee NIIT POSTS "АЫ 
12. List some methods which you would consider preventive discipline. 
Try to observe some group discussions to note ways in which this can 
be effective or ineffective. Take several Specific problems, and de- 
scribe your approach. How would you deal with rebellion, active or 

passive resistance? 
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The feeling of identification With the group can be a real asset in dis- 
cipline. The individual adopts the attitude, “We have a problem," and 


identifies himself with the problem. The next step is always, *And what 
are we going to do about our problem?" Regardless of the philosophy of 
discipline, a kind, definite, and firm attitude will do much to establish 
rapport and respect in the individual. In the same sense, a well-timed 
sense of humor can be an aid to the disciplinary process. 

An awareness of what should be heeded and what should be overlooked 
is also important in developing an attitude toward discipline. If behavior 
has social meaning, the way in which the need for disciplinary action has 
developed in the social Setting should be of concern. Is the child doing 
this in order to belong, to be part of the group, to get attention, or to 
show that he can do as he chooses? Such inquiries lead to a recognition of 
the purpose of events which fall under the control of discipline. Being 


MOTIVATION AND DISCIPLINE IN CHILD DEVELOPMENT 


aware of some of the goals of misbehavior, the teacher can watch the 
Social interaction within the room. What is there about the children in- 
volved which has helped to bring about this social interaction? As he 
checks his own spontaneous reaction, he gets clues about tlie purpose of 
the child's behavior. Again the child's response to correction is another 
tool in developing insight into disciplinary acts. There is a great tendency 
for a teacher to revert to autocratic methods as soon as he has been chal- 
lenged or “tried out." It would be well to remember the ways in which 
children can provoke adults to display the kind of behavior they antici- 
pate. A firm belief in the advantages of a long-range disciplinary program 
which develops self-control and self-evaluation is necessary. 


‚э In discipline as in other aspects of child study, we would encourage de- 


' veloping awareness of the individual's perceptual field. Note how he sees 
things and why this particular type of misbehavior appeals to him; Al- 
ways look upon misbehavior as a signal. Recognize that treating only 
Symptoms cannot effect cures. The symptoms do not lead to answers; they 
merely remind the adult of the need for developing a better understand- 
ing of the child and ascertaining why particular symptoms have developed 
in this child. " 

Any understanding of discipline is based on an understanding of some 
of the. steps in growth and development. Flexible schedules in the con- 


5 sideration of individual needs eliminate many disciplinary problems. 


Whether working with the individual or the group, an opportunity for 
planning and individual and group goal seeking is important. In the light 
of all that has been said about individual differences, it seems important 
to bear in mind that some disciplinary problems arise out of failure to 
provide for the great range in capacities, interests, and purposes which 
exist in any group. Acceptance of the uniqueness of the individual helps in 
dealing with disciplinary problems. Recognizing that growth is a gradual 
process and that the steps in emotional growth are not continuous but 
consist of progression and regression, aids an understanding of the indi- 
vidual child. If a child is to develop self-discipline, he needs certain ex- 
_ periences. An understanding of the varied age levels and the important 
developmental tasks related to them opens the way to an understanding of 
the role of discipline in child development. An interesting book, which 
takes this approach, is Child Behavior by Frances Ilg and Louise Ames.33 
James Hymes has also written from this point of view in Understanding 
Your Child and Behavior and Misbehavior.5« 


*as i + А 
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SOME "DO'S" IN DISCIPLINE 


It is evident that any good discipline is not based upon simple rules but, 
instead, upon a total understanding of the individual and the field in 
which he operates. However, some generally acceptable principles might 
be enumerated for consideration. 

l. The relationship is crucial to effective discipline. There must be a 
feeling of mutual trust. Without good will and the mutual alignment of 
goals, effective discipline can rarely be obtained. 

2. Good discipline is based upon the establishment of a routine. The 
child needs to know what to expect, whether at home or in school. 

3. Consistency and logical consequences are crucial. The child needs to 
feel that he can anticipate certain kinds of effective action from the parent 
as a result of misbehavior; and that even though the adult treats each 
episode individually in an attempt to be fair, nevertheless consistency in 
the consequences must be maintained. To the extent that the adult is able 
to create an atmosphere of calm and control, disciplinary matters become 
routine, Consistency in discipline appears to be most important. Studies 
by Bandura and Walters and McCord, McCord, and Zola indicate that a 
high incidence of inconsistent discipline contributes to antisocial be- 
havior.95 

4. Discipline is both preventive and corrective. A person responsible for 
the disciplinary situation can do many things to prevent the occurrence of 
events which necessitate his external control. Some of this involves keep- 
ing children within guidelines, letting them know what is expected. 

5. The establishment of limits is necessary for a disciplinary situation to 
function consistently and routinely. The child needs to know what will 
happen. Most children want discipline; they want to be controlled, to be- 
long, to conform, and to be part of a group. Sometimes children misbe- 
have in order to see where they will be stopped. They are also concerned 
whether you care enough to stop them. The studies by Bandura and Wal- 
ters show that under lax-hostile conditions, where hostility is generated 
and no controls are demanded from the child, the greatest amount of ag- 
gressive, noncompliant behavior occurs. It appears that a considerable 
amount of nonconformity is associated with both overly strict and overly 
permissive discipline. ‘ 

6. Some disciplinary situations are best managed when we know what 
not to be concerned about or what not to interfere with. This type of 
“planned ignoring,” as Redl has referred to it in The Aggressive Child, 
helps since it averts a continual negative interaction between the adult 


35 A. Bandura and R. Walters, Adolescent Aggression (New York: The Ronald Press 
Company, 1959); and W. McCord, J. McCord, and I. Zola, Origins of Crime (New 
York: Columbia University Press, 1959). 
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and the child.?* The disciplinary situation teaches a child to accept the 
results of order and sets up ways to avoid interpersonal conflict. 

Good discipline, then, builds within the child the courage to function 
effectively. It encourages him to live effectively within the group. It helps 
him to see that he cannot always react impulsively and be acceptable. It 
should also point out some of his fallacious concepts of effective relations 
between people and provide experiences in cooperative human relation- 
Ships. 

The adult needs to look at his goals in taking disciplinary action. The 
purpose should be to assist each child to grow and develop in a manner 
that is personally satisfying and socially acceptable. In order to accom- 
plish this, it is necessary to adopt definite policies in child training, whether 
in the home or school. In this connotation reward and punishment cannot 
be effective as long-run motives. The child who is rewarded soon comes 
to believe that rewards are his right. As a result, he demands a reward for 
every "good thing" he does. This same child would react to punishment by 
Seeking retaliation so that a continual "getting even" goes on between the 
parent and the child. Punishment does not solve the basic problem. It 
merely eliminates undesirable behavior which frequently takes another 
direction as long as the basic problem remains. For some children, punish- 
ment provides a real challenge, and the opportunity to stand up against 
authority or to demonstrate counteraggressive hostility can be elicited by 
punishment procedures. Sears and colleagues demonstrated that punish- 
ment for aggression does not inhibit its expression.5 In a study of nursery 
School children, boys demonstrated a positive relationship between puni- 
tiveness and overt aggression in school. Girls appear to have as strong 
aggressive reactions to maternal punitiveness as bovs, but tend to inhibit 
its expression in the classroom. 

The basic approach with the child, then, is characterized by a good re- 
lationship, mutual trust, encouragement, and the mutual alignment of 
goals. It recognizes that effective discipline is based upon action instead 
of talk. Many disciplinary situations are made impossible because the 
adult talks too much and the child becomes “deaf” in the sense of not 
hearing anything unless the voice is raised. Most children understand 
quite well what is expected of them, and conversations should be re- 
stricted to friendly interactions. Effective discipline bears no resemblance 
to impulsive reactions to disciplinary situations, It is, instead, based upon 
a belief in the importance of training and long-range goals. 

This view of discipline believes in the establishment of order and the 
avoidance of conflict, It holds that the child learns best when he experi- 


37 Е, Redl, The Aggressive Child (New York: Free Press of Glencoe, Inc., 1957). 
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ences the consequences of his situation. Natural consequences are inher- 
ent in many situations and can impress the child with the disadvantage 
of disregarding order or failing to cooperate. While not all situations per- 
mit employment of natural consequences, there are many more oppor- 
tunities to utilize consequences than most people recognize. The power 
of the consequence lies in the fact that it expresses the social order and 
control of the group, not just that of the individual parent or teacher. You 
act as the representative of order, and all are affected alike, enabling the 
child to learn that it is more satisfying to observe order than to violate it. 

The trained and creative disciplinarian finds many opportunities to 
utilize natural consequences. He permits the child, for example, to make 
decisions. Does he want to stay in his seat, or does he constantly want to 
get out? If he chooses to get out, he is really choosing to stand, not to sit. 
In this way, the child may even choose to stand throughout the day and 
then make another choice on another day. At times the natural conse- 
quences may seem harsh, but they must also be evaluated in terms of 
effectiveness. It seems apparent that effective discipline does not neces- 


sitate repetition but takes care of the situation as permanently as possible. 


13. Think of some ways in which classroom misbehavior can be dealt with 
on the basis of its own natural or logical consequences. 


IMPLICATIONS 


1. Since many of the child's motives are firmly established early in life, 
greater attention to parent education is needed. In some school districts 
parent education, with a concentration on the parents of preschoolers, 
would be the most effective preventive discipline step that could be 
taken. 

2. While much can be said about motives and motivation in general, it 
eventually comes down to an analysis of the individual. This, again, points 
to the necessity of adequate and intensive child study via cumulative | 
records. | 

3. There is a difference between what the child cannot do and what he | 
will not do. With increased awareness of the role of the child's will and 
decisions, effective remediation of behavior can be instituted. ^ 

4. The adult must be careful to analyze whether he is dealing with | 
-the motive or merely with incentives in attempting to change behavior. | 
Extrinsic rewards are limited, and do not produce long-range changes. 

5. Self-evaluation is superior in that it focuses on the individual and can 
produce greater long-range results than judgment by external standards. 

6. Motives are increasingly recognized as more than mere drives, but 
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are considered perceptual and cognitive events. It is unwise to always 
draw direct analogies between animal experiments and work with chil- 
dren. : 

7. An understanding of developmental tasks and methods of solving life 
tasks can serve as a guide to understanding behavior. The child's char- 
acteristic approach tc the tasks reveals the style of life. 

8. Maslow’s hierarchy of needs theory serves as a basis for understand- 
ing levels of needs. Аз the basic needs are taken care of, it becomes possi- 
ble for the child to work toward the higher needs and self-actualization. 

9. The school needs to account for physical needs and motives in plan- 
ning a total school program. Failure to do so handicaps the pupil teacher 
interaction. 

10. The relationship between child and adult is crucial to effective 
motivation. There must be opportunities for the child to give as well as 
receive love. 

11. Since the success motive, the motivation for competence, is a strong 
factor in changing behavior, planning for success experiences is a basic 
motivational technique. 

12. Mutuality and belonging can be utilized to change the child's ca- 
pacity to function. An understanding of group dynamics offers many op- 
portunities to change behavior. ] 

13. Maturity factors must be considered in any understanding of the 
individual. Age characteristics and the maturity level enter into motivat- 
ing specific children. 

14. The family atmosphere, family constellation, and the culture are all 
influential in the formation of the child's style of life and preferred mo- 
tives. 

15. The child's goals and purposes are often revealed when the adult 
checks his first impulsive reaction to a particular situation. 

16. Seeing behavior in terms of behavior patterns and goals of misbe- 
havior can provide a framework to facilitate understanding, as long as this 
approach is not used mechanically. 

17. The encouragement process can help the child change his view of 
self and his evaluation of society. 

18. Ineffective procedures in motivation are too frequently practiced. 
Motivational processes can frequently be improved by merely cataloging 
and recalling what should not be done. 

19. The mutual alignment of goals between the child and adult reduces 
the tension and changes behavior permanently. 

20. Certain types of disciplinary procedures provoke a battle for power 
and recognition. The family council and classroom council can use the 
strength of group authority in discipline. 

21, The curiosity motive has been demonstrated to induce purposive 
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behavior. Utilizing the child's curiosity can bring change by working with 
intrinsic motives which already exist in the child. 

22. Social needs are potent in influencing human behavior. An under- 
standing of group influence on the child's behavior provides both the con- 
text of the behavior and the setting for re-education. 

23. Approval is effective in reinforcing behavior, but it must be used in 
a discriminating manner. The individual who has been satiated with gen- 
eral approval is not as responsive to approval. Specific encouraging com- 
ments have a positive effect on the student's efforts. 

24. Some confusion in motivational techniques occurs because enough 
consideration is not given to the varied personalities to be motivated. The 
evidence indicates that motivation is only effective in terms of the specific 
personality toward which it is directed. 
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PERSONALITY 
DEVELOPMENT 


The recess beil rang, and Miss Davis guided her third graders 
down the hall and out the door into the playground, pausing 
long enough to see that Miss Marsh was on yard duty. She 
went down the hall and turned in at a door marked, "School 
Psychologist, Mrs. J. Wilkes." Mrs. Wilkes looked up as Miss 
Davis entered and sat down. "What is troubling you, Norma?" 
she asked. "That Tommy Shepherd has the most contrary per- 
sonality that I have ever seen, and little jean Ann Sorenson 
seems to have no personality at all," was the answer. Miss Davis 
went on to describe in detail some of her problems with the 
two children. 

When she was finished, Mrs. Wilkes laughed softly and said, 


And yet, Norma, if you were to have Tommy next year you might 
not feel he presented any problems at all. Tom is a slow-maturing 
child and this, combined with his competitiveness, leaves him feel- 
ing continually defeated. When we rearrange our groups he will be 
placed with boys more like himself and possibly he will be able to 
compete more equitably. With Jean Ann I believe we need to make 
a more definite effort to integrate her into the classroom group. She 
is new to our school and lacks a feeling of belonging. I will run a 
sociometric study with you and see if we сап identify some children 
she would like to associate with. Then we can attempt some envi- 
ronmental changes to facilitate her social development. 


The bell rang at that point, and Miss Davis had to return to 
her room. What Mrs. Wilkes had said stayed with her, and she 
began the kind of diagnostic thinking advisable for all teachers 
if they are to do their best to understand the children they are 
teaching. 

Teachers and parents have responsibilities in the area of per- 
sonality development. They are significant adults and have an 
important effect on the child’s personality development. The 
mother has a major amount of interaction with the child during 
the preschool years and is a primary influence in shaping the 
development of the child’s emerging traits. 

Recent research findings indicate, however, that the school 
years, ages six to ten, have even a more significant effect on 


personality development than had been previously acknowledged.! 

The teacher has the opportunity both to study and observe the child 
individually and to compare his development with that of many others in 
his age range. To function effectively in the area of personality develop- 
ment, a growing concern of the schools, each teacher needs access to at 
least two types of information. First, he needs general information about 
the developmental levels of all children. He should know what might be 
expected of the typical eight year old, ten year old, adolescent, etc. He 
should understand the sequential nature of development, viewing mental 
levels as ensuing sequences not bound by chronological ages. Secondly, 
he needs precise information on each child's specific developmental level. 

Gesell suggests that even in the personality area, development tends to 
proceed on a sequential basis. However, the chronological age is not an 
effective measure of personality development. Individual differences must 
be understood in any assessment of development. Each child’s cumulative 
folder should include information that assists in understanding his goals 
and personality. 

Before beginning our study of personality, we might consider some of 
the fundamental questions to be discussed. First, what is meant by the 
word personality? How can personality be evaluated? Are there effective 
measures of personality? Is personality inherited, or is it the result of en- 
vironment? Is the false dichotomy of inheritance or environment as the 
vital force in personality development now complicated by a third force, 
the self, and its effect on the development of personality? Is personality 
Consistent, or is it readily subject to change? Some psychiatric conceptions 
have indicated that personality is formulated early in life, perhaps before 
the age of six, and does not experience any fundamental changes there- 
after. What is the evidence concerning changes in personality and chrono- 
logical age? What is the effect of the home on personality development? 
Does assuming responsibility assist in the development of character? Can 
the schools, through daily classroom experiences, assist in formulation of 
healthy personality development? Are there school activities which may 
Serve as deterrents to the development of personality? These are some 
questions the student might consider as he begins a study of personality. 


DEFINITION OF PERSONALITY 


Personality includes the whole individual, his physique, temperament, 
skills, interests, hopes, appearance, feelings, habits, intelligence, and 
achievement. It includes both what he is today and what he hopes to be, 
In particular, it includes the way in which he relates himself to others and 


! J. Kagan and Н. Moss, Birth to Maturity (New York: John Wiley & Sons, Inc., 1982), 
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the reactions he encounters. Personality is subject, then, to the influence 
of the following major factors: (1) hereditary potential and primary char- 
acteristics of reactivity; (2) environmental situations, and (3) the person- 
alized subjective meanings and interpretations the individual gives to his 
experiences. 

Personality is not static, but rather a dynamic, constantly changing con- 
cept. The personality is obviously responsive to such factors as the parents’ 
relationship to the child, peer contacts, teacher management, and many 
other factors in the child's total field. The child always has the ability to 
do more than respond to situations that occur about him. He also has the 
capacity to interpret and react to his experiences. 

When we speak of personality, we shall stress in our definition the 
uniqueness of the individual. Personality really is what the child means 


. when he refers to “I.” Understanding the individuals personality means 


understanding the organization of his behavior as a totality. Personality is 
composed of all the feelings, attitudes, values, and behavior which make 
each person a unique individual. 


THEORIES OF PERSONALITY 


There are varied viewpoints relating to the nature, structure, and de- 
velopment of personality. The student of child development needs to be 
generally familiar with the various theories about personality. The ad- 
vanced student can explore a particular theory more thoroughly than our 
cursory overview permits by referring to the suggested reading list at the 
end of the chapter. 

Gesell developed a theory of the personality growth of children during 
the first sixteen years of life based on his biographical and clinical ap- 
proach to child development. He offered a descriptive approach to the 
understanding of personality development. Prediction is based exclusively 
on the assumption that personality organization, like all other develop- 
ment, is also sequential. If you accept Gesell’s sequences, you can antici- 
pate each stage and make predictions about the development of the 
individual. In Gesell's books is a considerable amount of descriptive mate- 
rial about the characteristics of the average or typical child at certain 
ages. 

Gesell's theory has both advantages and disadvantages for parents and 
teachers. It permits them to see that some behavior is developmental in 
nature and does not require unnecessary concern. At the same time, it 
may lead them to accept traits as developmental which may not be “nor- 
mal" for the particular individual. The developmental approach to per- 
sonality flows through a series of sequences. However, each individual's 
timing in going through the sequences is unique. 

For the person who must deal with a large group of individuals, such as 
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the teacher, it is helpful to know the general expectations for a given age 
group. 


1. Gesell and Ilg, in Child Development (Harper, 1949), give a compre- 
hensive description of child development from Gesell's point of view. 
Observe several children at an age level you select. Compare your find- 
ings. If there are differences, how do you account for them? 


e—a 


Kurt Lewin used a number of Gestalt and topological concepts in his 
theory of personality.? In his theory, Lewin was primarily interested in 
identifying and measuring the general variables that determine behavior 
ata given moment in time and in identifying the general laws that underlie 
individual differences in children. 

Lewin believed that an understanding of the general laws of personality 
dynamics was basic to description and prediction of a given individual's 
behavior trends. Lewin believed that behavior was a function of the per- 
son and his environment, and he developed the equation B — f (PE). In the 
equation, B, behavior, is f, a function of the simultaneous interaction of 
the person's individual differences and environmental influences. The 
equation indicates the comprehensiveness of his approach to understand- 
ing the total personality. 

Lewin made us aware of the important constructs to consider in under- 
standing an area so complex as personality. Although he recognized en- 
during characteristics in any individual's personality organization, he was 
pessimistic about the long-term prediction of future patterns of behavior. 

The constitutional theory of personality is concerned with the various 
personality types. Sheldon, for example, worked out a classification of 
body types based on the concepts of endomorphy, mesomorphy, and ecto- 
morphy.* For his typing, endomorphs have a relatively large presence of 
fatty tissue, mesomorphs have more muscle and bone tissue, and ecto- 
morphs have relatively more tissue in the central nervous system. His re- 
search indicated that three temperaments in adult males correspond fairly 
well with the three physical types. Kretschmer also developed a theory of 
physique and body types.* d 

Sigmund Freud's approach is one of the most comprehensive of the 
theories of personality organization and has had significant influence on 
the thinking of psychiatrists and psychologists. 

In Freudian theory, the human personality is analyzed in terms of the 


? K. Lewin, A Dynamic Theory of Personality (New York: McGraw-Hill Book Com- 
pany, 1935). 

3 W, Sheldon, The Varie 
1942), 


dip tuner Physique and Character (New York: Harcourt, Brace & World, Inc., 


ties of Temperament (New York: Harper & Row, Publishers, 
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intrapersonal interactions between the id, the ego, the superego, and the 
outside world. In the Freudian model, the id is the unconscious, unmoral, 
and illogical force. The id is dominated by the pleasure principle, and is 
the reservoir of psychic energy. The ego represents reason and logic, and 
is often referred to as the executive of personality. The ego integrates and 
organizes the mental processes involving id impulses, sanction from the 
superego, and demands of the outer world. Thus, the ego is involved in 
attempting to satisfy the three other forces and yet maintain a coherent 
organization. The ego controls. It is the self described in other theories of 
personality. 

The superego's principal function is to criticize ego and demand con- 
formity, Its function is similar to the general notion of the function of con- 
science, and it is responsible for man's socially conforming behavior. 

For Freudians, the way in which the ego typically meets the conflicting 
demands of id, superego, and outer world eventually determines the indi- 
vidual personality. The ego meets the various demands by unconsciously 
employing defense mechanisms to maintain the self. Different egos employ 
defense mechanisms in different combinations, which accounts for the 
great variety of personality structures. 


cm Se ae eT Pen Ye Gre ee Ч 

2. How might the Freudian theory explain faulty personality develop- 
ment? What are some guidelines in Freudian theory which parents and 
teachers might find useful when they consider their roles in personality 
development? 


c ÉL ee ee E 4 o0 V7.1 ee 2a ce da О ЖЕР... 


Murray's theory of personality draws on both psychoanalytic and Gestalt 
principles." He views personality as a set of needs and perceptual presses 
and emphasizes the complexity and wholeness of the perceptual and learn- 
ing processes in personality formation. Murray developed a list of twenty- 
eight social-psychogenic needs which the individual requires in order to 
reduce his striving behavior. In this theory the needs and presses are func- 
tionally related, and the environmental press is frequently interpreted on 
the basis of present needs. To utilize Murray's theory requires an under- 
standing of the solution of a particular complex need-press, called a thema. 
In Murray's theory, the general nature of an individual's needs can be un- 
derstood and perceived by analyzing a large variety of his tendencies. If 
an individual does not need to defend the self, Murray's thema is more 
readily observed. Murray developed the Thematic Apperception Test, a 
projective test which elicits the themas of individuals. 

Adlerians view personality as an irreducible whole and see the indi- 


5 Н. Murray, Explorations in Personality: A Clinical Experimental Study of Fifty 
Men of College Age (Oxford, England: Oxford University Press, 1938). 
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vidual as interacting primarily in a social environment. For each individual 
there is one basic motivation, the need to belong, and from this other 
motives are derived. The individual's motivation is goal-directed and the 
dominant direction of psychological movement is supplied by the goal. 
The Adlerian is concerned primarily with the direction of psychological 
movement. The fundamental principle of self-determinism underlies the 
individual's behavior and an inner directedness arises from the individual's 
subjective view of the environment. 

When Adlerians consider basic motivations of the individual, they al- 
Ways examine the purposive nature of behavior and the social direction of 
the motives. In the child, the psychological movement is formulated 
largely by his degree of social interest and inferiority-superiority feelings 
in the early years of development. The basic interaction in the family at- 
mosphere and among the family constellation and the child's subjective 
interpretations of these experiences determine the degree of inferiority 
feeling and the social interest in an individual child. 

From birth the child is seeking to make sense out of his world. We best 
understand his actions when we recognize the goal he pursues, His early 
experiences and his interpretation of them help build a plan for his subse- 
quent conduct. He learns how significant adults in his environment re- 
Spond, and he turns this knowledge to his advantage. Frequently, what 
appears to be merely a reaction on the child's part, by close observation 
proves to be purposive activity with a definite goal. The child learns to 
predict the behavior of significant others in his environment and then has 
a basis for future actions. It is just this process that makes child manage- 
ment a difficult task. Each new situation evokes different responses from 
different children, depending upon the subjective manner in which the 
Situation is interpreted and integrated. Disciplinary responses vary from 
child to child dependent upon the individual's self structure, Eventually, 
the scheme which the child has tried and trusted to his satisfaction be- 
Comes his permanent plan of conduct, his life style. Adlerians would be 
interested in the child's heredity and environment but they would be much 
more concerned with his use of his environment and his heredity, What 
the child does with his situation and how he interprets it is vital in under- 
standing the development of personality. 


3. Explain faulty personality development on the basis of Adlerian theory, 
Adlerians place a greater emphasis on the psychology of use than on 
the psychology of possession. Clarify the role of the psychology of use 


in relationship to variances in personality. 
савмаа Sec mco LET ЕА ССГ 


The self theorists have made some interesting formulations in regard to 
the development of personality. For those interested in the child's develop- 
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ment as viewed by self theorists it is particularly interesting to consider the 
work of Earl Kelley, Carl Rogers, A. Н. Maslow, and Arthur Combs." The 
phenomenological approach believes that people select, even as children, 
what they perceive. From the child's experiences with significant others, 
he begins to understand human relationships. It is possible for the child 
either to develop a healthy personality or an unhealthy personality based 
on relationships he has had with the significant others in his environment. 
Self theorists discuss personality in terms of the fully functioning person, 
who thinks wel! of himself and of others, who is open to his experiences, 
and who sees himself as part of the world and involved in the process of 
becoming. The fully functioning personality recognizes the importance of 
his values. He also sees the place of mistakes. He recognizes that he is not 
perfect, but that he can still function, and as a result, his experiences be- 
come an asset instead of a hindrance. This individual, then, lives with 
courage and integrity. 

Rogers has said that the fully functioning individual really trusts him- 
self and others. Psychological growth is only possible when the individual 
is fundamentally loved, respected, and accepted, both by others and by 
himself. This is referred to as healthy growth and has been termed by 
various individuals as emotional maturity, self-actualization, or self-ful- 
fillment. Self theorists believe that the inner nature of man is not evil, but 
either “good” or “neutral.” It is the function of the adult to encourage and 
to bring out the best in the individual instead of attempting to suppress or 
repress the inner nature. Self theorists believe that the normal child, when 
given a truly free choice, most of the time chooses what is good for growth. 
He would do so because it feels right and gives him pleasure; it appears 
to be good. This approach espouses the principle of self-selection. 


21300. „ШЕЕ 


4. How are the self theorists different from Freudians and Adlerians in 
their approach to personality development? 


Dil 


In many ways self theorists are similar to Willard Olson insofar as they 
believe in the individual design for growing and the growth urge that oc- 
curs in each individual. Olson adds the dimension of the differences. in 
developmental timing which occur from child to child. His organismic 
approach includes a consideration of maturity and rate of development 
factors. 


5 E. Kelley, Education for What Is Real (New York: Harper & Row, Publishers, 1947); 
C. Roger. On Becoming a Person (Boston: Houghton Mifflin Company, 1961) 
A. Maslow, Toward a Psychology of Being (Princeton, N.J.: D. Van Nostrand Co. 
Inc., 1962); and A. Combs and D. Snygg, Individual Behavior, теу. ed. (New York: 
Harper & Row, Publishers, 1959). 
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RESEARCH IN PERSONALITY DEVELOPMENT 


A fairly large amount of research has been concerned with the develop- 
ment of personality. Some of the most productive work has come out of 
the longitudinal approach to the study of personality. 

In their summary of a thirty-year longitudinal study, Kagan and Moss 
point out: "The most dramatic and consistent finding of this study was 
that many of the behaviors exhibited by the child during the period 6 to 
10 years of age, and a few during the age period 3 to 6, were moderately 
good predictors of theoretically related behaviors during early adult- 
hood."* They feel that there is more than adequate evidence to support 
the generally accepted notion that adult personalities are formulated early 
in childhood. 

They also indicate a high degree of relationship between personality 
and the traditional expectations of sex-role characteristics. For example, 
passive and dependent behavior is subject to cultural disapproval for 
boys while it is approved for girls. The child quickly receives this com- 
munication, and knowledge of early childhood behavior permits rather 
effective predictions on the basis of the individual's sex. Mussen indicated 
that the degree of adoption of traditional masculine or feminine sex-role 
interests among adolescent boys was stable over a fifteen-year period and 
had derivatives in adulthood. He found that subjects with high feminine- 
interest scores as adolescents were found to score higher as men on scales 
of nonmasculine interests. 

The research of Kagan and Moss shows that considerable continuity be- 
tween childhood and adult behavior is already evident during the first 
four years of school. "The poorer predictive power of behavior during the 
preschool years suggests that developments during the age period 6 to 10 
induce important changes in the child's behavioral organization. The pri- 
mary events of this period include (a) identification with parents and the 
concomitant attempt to adopt the values and overt responses of the par- 
ent; (b) the realization that mastery of intellective skills is both a cultural 
requirement as well as a source of satisfaction; and (c) the encounter with 
the peer group. The latter experience forces the child to accommodate, to 
some degree, to the values and evaluations made by peers."? It seems evi- 
dent that the first four years of school and the consequent peer environ- 
ment in school (ages six to ten) formulate behavioral tendencies which are 
maintained throughout young adulthood. This has many implications for 
School and early identification of individual differences. There is a strong 
Suggestion, for example, that children who display intense striving for 


7 Kagan and Moss, Birth to Maturity, p. 266. 

5 P, Mussen, “Some Antecedents and Consequents of Masculine Sex-Typing in Adoles- 
cent Boys,” Psychological Monographs, Vol. 75, No. 2, 1961. 

? Kagan and Moss, Birth to Maturity, p. 272. 
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toward the academic task, Thus, the value of early identification of ele- 
mentary school students for purposes of special educational handling is 
indicated. Children not involved in the academic task at an early age 
might profit from attempts at early modification of this pattern. 

It was also found that a tendency toward passivity during the first three 
years of life could be linked to adolescent or adult personality types. Boys 
who were extremely passive prior to age three were found to be non- 
aggressive, socially inhibited, and dependent as adolescents. Early pas- 
sivity during the first five years seems to have a direct influence on the 
child's future development. 

The University of Minnesota Institute of Child Welfare did a longi- 
tudinal study in Nobles County. They found consistent changes with age 
in cognitive skills and knowledge areas, but it was extremely difficult to 
find by their methods similar changes related to age in emotional or per- 
sonality areas,!? 


| 
mastery during the early years of school are likely to maintain this attitude 
| 
| 
| 
! 


5. What hypothesis do you offer to explain the lack of consistent changes | 
with age in personality or emotional areas? 


c————— MÁS GR EXE eee ee 


Honzik and MacFarlane in their study found considerable differences 
between first-born boys and others.!! First-born boys showed more with- 
drawing and internalized patterns, while the non-first born were more 
overt, aggressive, and competitive in their patterns. Their study indicated 
different tensional ages for boys and girls, and they speculated that this 
was probably related to the differential cultural pressures brought upon 
males and females in our society. 

Escalona and Heider attempted to predict the behavior of thirty-one 
preschool children, ages three through six years, from observations during 
the first eight months of life and from some knowledge of their parents.’ 
Predictions were found to be most accurate for degree of adoption of sex- 
typed traits, motor development, and capacity for attention. Accuracy in 
prediction was poorest for behavior in unfamiliar situations or with un- 
familiar people, competitiveness, and quality of the relationship with 
mother. 


10 Institute of Child Development and Welfare, A Survey of Children's Adjustment 
Over Time, А Report to the People of Nobles County (Minneapolis: University of 
Minnesota, 1959). 

11 J, Macfarlane, L. Allen, and M. Honzik. A Developmental Study of the Behavior 
Problems of Normal Children between Twenty-One Months and Fourteen Years (Los 
Angeles: University of California Press, 1954), 

(UN Si dem and G. Heider, Prediction and Outcome (New York:, Basic Books, Inc., 
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Tuddenham, in reporting research at the University of California Insti- 
tute of Human Development on the stability of selected behavior from 
adolescence to adulthood, indicated that irritability and ease of anger 
arousal in adolescents predicted similar tendencies for men, but not for 
women.!® Social anxiety was stable from adolescence to adulthood in 
women but not men. 

The book, Longitudinal Studies of Child Personality: Abstracts with 
Index (Cambridge, Mass.: Harvard University Press, 1959), by Alan Stone 
and Gloria Ongue, presents a most comprehensive annotated bibliography 
of longitudinal studies. 


FACTORS INFLUENCING PERSONALITY DEVELOPMENT 


Personality development is not isolated; it results from both planned 
and incidental experiences. Personality growth is modified by the three 
major factors of heredity, environment, and self. 

Any study of the way in which the individual becomes a unique and 
distinct personality must recognize that these factors cannot be isolated. 
There is a continuous interrelationship among the three major factors 
significant in the determination of personality. 


Heredity 


Some aspects in the development of personality are inherited, for exam- 
ple, glandular influences, physique, physical appearance, rate of matura- 
tion, and other genetic influences. Inheritance tends to set the boundaries 
or limits beyond which the individual usually does not develop, no matter 
how salutary the environment in which he lives. 

In a consideration of hereditary factors, it is important to recognize the 
individualized manner in which each child uses his hereditary endow- 
ment, The same handicap, for instance, does not mean the same thing to 
each afflicted child. Some children with defective vision or crippled limbs 
almost use their handicap as an asset in their total development. 

It is apparent that the individual's constitutional make-up influences 
the personality in a number of ways, even though indirectly. Studies show 
that even the newborn can be rather accurately classified as unusually 
active, fairly active, or quiet. These differences are apparent almost im- 
mediately after birth and are attributable primarily to hereditary factors. 
Research also tends to point out that infant activity patterns tend to re- 


18 R, Tuddenham, “The Constancy of Personality Ratings Over Two Decades,” 
Genetic Psychology Monographs, 60:3, August 1959. 

14 A, Thomas, H. Birch, S. Chess, M. Hertzig, and S. Korn, Behavioral Individuality 
in Early Childhood (New York: New York University Press, 1963). 
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main fairly stable throughout the early vears. It is obvious, then, that the 
type of temperament with which the child enters the world has some 
effect on his total personality development. 

Other factors of significance which may be attributed to heredity in- 
clude physical appearance and physique. The child who is strong and of 
pleasing appearance has natural advantages in interaction with both his 
parents and peers in contrast to the child who lacks these advantages. Ex- 
tensive studies of body build and personality by both Kretschmer and 
Sheldon indicate some relationships between physique and personality." 
Physique certainly has an influence on early personality development of 
the child and perhaps has a sustaining influence throughout childhood. As 
already observed, there are considerable variations in the age at which 
children reach physical maturity. However, because many current criteria, 
both in school and in society in general, are based upon chronological age, 
children of the same chronological age, with considerable variation in ac- 
tual maturity, are grouped together. A late-maturing child, therefore, is 
likely to be treated as immature and inadequate, while an early-maturing 
child is likely to be credited as being more grown-up physically, socially, 
and emotionally. In the area of motor skills, there are definite advantages 
to being an early-maturing child as these skills have an influence on per- 
ception of self and acceptance by others. 

Research has been conducted to compare the personalities of the late- 
and the early-maturing child. Late maturers tend to reveal more personal- 
ity difficulties than early maturers. The study by Mussen and Jones points 
to the fact that the late maturers make inadequate self-evaluations and are 
more dependent and more rebellious.1° Early-maturing boys were found 
generally to feel adequate, accepted by others, self-confident, independent, 
and mature. It is apparent, then, that the early-maturing child generally 
has advantages. 


6. What are the potential advantages to the child's personality in early 
maturation? Observe some children, and note personality differences 
which might appear to be related to hereditary potential or early mat- 
uration. 


LÀ COOPER TT жр чә = "ЛЕБ 


In a consideration of hereditary or biological factors in personality de- 
: velopment, bodily structure and size, maturation and rate of development, 
physical features, endocrine development, early constitutional differences 


15 Kretschmer, Physique and Character; and Sheldon, The Varieties of Temperament. 
16Р, Mussen and M. C. Jones, "Self Conceptions, Motivations, and Interpersonal 
Attitudes of Late and Early Maturing Boys," Child Development, 28 (June 1957), 255. 
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Such as generalized sensitivity, physical vigor, energy, and activity level, 
are all important determinants. Genetic forces which influence our physi- 
cal health and development occur within the organism from conception 
throughout life. Some functions of our nervous system and endocrine 
glands play a significant role in determining patterns of action and out- 
look on life, 


Environment 


The next sct of factors influencing personality derives from environ- 
ment or culture. Obviously, the child or physical organism exists in a 
Society and, as a result, must meet with sets of cultural demands. Hutt 
and Gibby found marked differences among cultures in respect to early 
patterns of infant-mother interactions." In Indonesia the baby is fre- 
quently taken care of by the father while the mother works; their pattern 
of feeding would differ from the Hopi Indians, who are extremely indul- 
gent in feeding. The Hopi infants are breast-fed by the mother whenever 
they show an inclination for nourishment. Hutt and Gibby concluded that 
behavior of the newborn child is considerably influenced by his early ex- 
periences and by his cultural heritage. However, they did not believe it 
was possible to predict resultants in personality development from in- 
dividual, isolated, specific factors in the child's cultural experiences. The 
child's first acquaintance with cultural demands occurs within the family 
atmosphere. His first opportunity to observe how human beings live with 
one another is by observation of Mother's and Father's relationships. 

The child also participates in the culture through family constellation. 
A growing amount of evidence indicates that the child's psychological 
position in the family constellation has an effect upon his personality de- 
velopment. The only child has experiences which influence his personality. 
In the same way, the eldest, the middle, and the youngest child have ex- 
periences which influence their development. Being the only boy or the 
only girl in a large family also has some psychological effects. The ap- 
proach to life, then, is formulated out of these early experiences in the 
family atmosphere and the family constellation and through the continu- 
ing influences of his psychological position in the family. 
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7. Observe a group of children in a class, club, or large family. Obtain 
some data relative to their family atmosphere and family constellation. 
How has the family atmosphere and the family constellation affected 


the development of their unique personalities? 


17M. Hutt and В. Gibby, The Child: Development and Adjustment (Boston: Allyn & 
Bacon, Inc., 1959), pp. 51-55. 
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It is apparent that the child's cultural group influences the development 
of his personality significantly in that it limits what he has an opportunity 
to learn. It sets up limits on the variety of experiences and situations which 
he is able to experience, and hence his development is partially condi- 
tioned by the culture into which he is born. Training factors and methods 
of child rearing differ from one culture to another, and obviously varia- 
tions exist also in regard to one's social class. 

In our society, we find great differences in attitudes toward child-rear- 
ing practices. Lower-class mothers permit behavior and attitudes which 
a middle-class mother wouid not tolerate. Children from various social 
classes exhibit differences in personality which can be related to the varia- 
tions in methods of child management. Certainly the values, interests, and 
attitudes of our social classes vary, and as a result, children are encour- 
aged or discouraged to develop specific personality traits. 
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8. Give specific examples of the effect of culture on personality in chil- 
dren. Give examples of how varied cultures on the American scene 
affect the development of personality. 
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Many early learnings in the family, which play an important part in the 
total socialization of the child, have a lasting influence upon the child’s 
development. Goldfarb, for example, found striking differences ‘among 
children who are markedly deprived of personal maternal care in the earli- 
est years of life.!* He found that children reared in an institution were re- 
tarded intellectually, had more frequent language and speech difficulties, + 
and exhibited distinct differences in personality adjustment, He concluded 
that social and emotional maladjustment was permanently influenced by 
early severe deprivation. 

Personality develops partially as a result of learning roles, which are 
influenced by family atmosphere, position in the family constellation, cul- 
tural background, and sociocultural patterns, The social environment o 
the neighborhood, community, and school, the customs, mores, and values 
of the people we live with also influence the roles we adopt. The culture 
establishes basic personality types. Interpersonal relations with all signi!" 
cant adults and peers have an influence upon the cultural factors in рег" 
sonality development. 


Self 
In the development of personality, the self, the ego, or the life style 
must be considered. We are an agent in our own development. Our 


18 W. Goldfarb, “Variations in Adolescent Adjustment of Institutionally Reared Chil- 
dren,” American Journal of Orthopsychiatry, 17 (1947), 449-57, 
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unique frame of reference and our assumptions about self and the world 
in relation to self play an important part in all of our development. The 
unique life style encompasses a unique pattern of abilities, habits, inter- 
ests, values, and concepts and on the basis of this style of life, many de- 
cisions about the utilization of hereditary, environmental, and cultural 
factors are made. Each individual plays a part in determining his values. 


PRINCIPLES OF PERSONALITY DEVELOPMENT 


Personality is best understood when seen as a developmental process. 
Inheritance plays a part in determining the range of development possible 
for an individual, but many other influences are significant in personality 
development. Children show considerable differences even in the first 
weeks of life. Eventually the child identifies with the personalities of those 
about him. Frequently parents note that the child is imitating their lan- 
guage and some behavioral characteristics. 

The mature personality seems to be in the process of being shaped even 
before the child begins school. However, there are many significant influ- 
ences upon personality development once the child comes into contact 
with forces outside of the family, such as neighborhood children and 
schoolmates. Those who take the developmental approach to the under- 
standing of child growth see personality development as part of a total 
growth effect, not isolated from other aspects of growth. Personality is 
affected somewhat by the developmental stage of the individual, as illus- 
trated by Gesell. 


The Characteristics and Components of a Healthy Personality 


Normal adjustment is a relative thing; each child experiences some 
anxiety and from time to time displays behavior which is not acceptable to 
others or to himself. However, children who function within the normal 
range of behavior are said to have a healthy personality. They are chil- 
dren with realistic goals, capable of satisfying their needs, and functioning 
within society in a socially acceptable manner. 

A characteristic of the child with a healthy personality is social interest. 

-He is concerned about others as well as himself. This is obviously a trait 
that emerges gradually with maturity. The child demonstrates some em- 
pathy or a capacity to understand how others feel and also how others 
feel about him. His behavior is characterized by a courageous approach 
to life. He feels competent and able to function and exudes self-confidence. 

The child who is maturing in a healthy direction is the child who is be- 
coming less dependent and more self-directed. He is better able to make 
responsible decisions and is oriented more toward reality than toward 
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what Freud postulated as the pleasure principle. He is able to postpone 
his own gratification. The mature personality also moves from a major 
consideration of self to a concern for others and their needs. 

The Mid-Century White House Conference on Children and Youth 
listed the following as components of a healthy personality: 


i. A sense of trust. If, in the first year, the child's needs are met, it is likely 
he will develop a sense of trust. 

2. A sense of autonomy. The child has a feeling of self-sufficiency and 
strength as a result of making choices. 

3. A sense of initiative. He is able to plan and follow through on his ideas, 
to be creative. 

4. A sense of duty and accomplishment. He recognizes the importance of 

cooperation and of work; enjoys the feeling that he is able. 

А sense of identity. He knows who he is and what is his role. 

A sense of intimacy. He knows he is with others and cares for others. 

A parental sense. He has an interest in caring for children of his own. 

A sense of integrity. He has the ability to accept life and the people in- 

volved in it.19 


очо 


Witmer and Kotinsky in Personality іп the Making? presented eight 
stages of development toward maturity which have been summarized by 
Coleman as follows:?! 


CHARACTERISTIC MAJOR HAZARD TO 

AGE PERIOD TO BE ACHIEVED ACHIEVEMENT 

Birth-1 year Sense of trust or security Neglect, abuse, or deprivation 
—derived from affection of consistent and aay, 
and gratification of needs. love in infancy; harsh or early 

weaning. 

1-4 years Sense of autonomy—child Conditions which interfere УЫ 
viewing himself as ап the child's achieving feeling 0 
individual in his own adequacy or his learning © 
right, apart from parents skills such as walking. 
although dependent on 
them. 

z D H inter 

4—5 years Sense of initiative—period Overly strict дш atti- 


of vigorous reality test- 
ing, imagination and imi- 
tation of adult behavior. 


nalization of rigi 
tudes which inter 
child’s spontaneity an 
testing. 


fere with e 
d reality 


19 Mid-Century White House Conference on Children and Youth, Fact Finding Re- 
port (Raleigh, N C.: Health Publications Institute, 1951). & Row 
20 H. Witmer and В. Kotinsky, Personality in the Making (New York: Harper , 


Publishers, 1952). 
21 7. Coleman, Abnormal Psychology and 


Company, 1956), p. 70. 
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CHARACTERISTIC MAJOR HAZARD TO 

AGE PERIOD TO BE ACHIEVED ACHIEVEMENT 

6-11 years Sense of duty and accom- Excessive competition, personal 
plishment-laying aside limitations, or other conditions 
of fantasy and play and which lead to experiences of 
undertaking real tasks, failure, resulting in feelings of 
developing academic and inferiority and poor work 
social competencies. habits. 

12-15 years Sense of identity—clarifi- Failure of society to provide 
cation in adolescence of clearly defined roles and stand- 
who one is and what ards; formation of cliques 
one’s role is. which provide clear but not al- 

ways desirable roles and stand- 
ards. 

15 years— Sense of intimacy—ability Cultural and personal factors 

Adulthood to establish close per- which lead to psychological iso- 
sonal relationships with lation or to formal, rather than 
members of both sexes. warm, personal relations. 

Adulthood Parental sense—produc- Failure to master develop- 
tivity and creativity for mental tasks, resulting in ego- 
others as well as self. centric, nonproductive person. 

Adulthood Sense of integrity—ac- Lack of tradition, consistent 


ceptance of the dominant 
ideals of one's culture, 
sense of continuity of 
past, present, and future 
of the meaningfulness of 


life. 


values, and support from cul- 
ture leaves much for the indi- 
vidual to work out for himself; 
thus many unable to find mean- 
ing in life and to accept its 
limitations. 


Summary chart by J. C. Coleman in Abnormal Psychology and Modern Life (Chicago: 
Scott, Foresman & Company, 1956) based on Chap. 1 of The Making of a Healthy 
Personality by H. Witmer and R. Kotinsky (New York: Harper & Row, Publishers, 
1952). 


DEVELOPMENTAL TASKS AND PERSONALITY 


Personality development can frequently be best understood when. seen 
in the context of specific developmental tasks, relevant to the culture, 
which are demanded of the individual by maturation and social pressures. 
These tasks each child must master if he is to maintain a normal course of 
development. When the tasks are not mastered, the child invariably suffers 
from immaturities and incompetencies, which tend to handicap his future 
Progress in subsequent developmental tasks. 

The developmental tasks are sometimes seen more effectively when 
viewed in relationship to five stages of development with which the school 
is concerned. (See table on the following page.) 
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GUIDING CHARACTER DEVELOPMENT 


n important role is played by both parents and teachers in the forma- 
tion of character. 

A boy, ten years old, refuses to cooperate with the requests of his par- 
ents. He also lacks responsibility in the school tasks. The parents wonder 
why this is happening to them. 

In another family the parents find that most of their time is spent “ref- 
ereeing" quarrels among their children. The spirit of harmony is rarely 
present. They ponder the cause of these poor interpersonal relations. 

The family must reassume the responsibility for training the child. His- 
tory shows that when parents fail in this responsibility a decadent culture 
evolves. Too many signs are already present in our culture to ask whether 
this analogy is applicable to our country. 

Do we recognize appropriate roles in the family? Do we know how to 
raise children in a democratic atmosphere? 

One of the most important tasks of parents is to guide the character de- 
velopment of their children. Happiness within the home, success in inter- 
personal relations, and eventual personal social maturity all stem from 
early foundations laid in the home. 

Many parents are becoming increasingly aware of their responsibilities 
in forming character. However, they are sometimes confused about proper 
methods and the goals of training. 

To influence character you must have a clear picture of what to expect. 
Character is not identical with ethical or moral behavior. Ethical behavior 
in an individual means unselfish love and a willingness to defend what he 
believes. Morality only implies the individual's willingness to conform to 
the existing standards of а group in a specific situation. Character is a 
more inclusive term, indicating the choices the individual makes when his 
actions affect the welfare of others. Character has often been defined sim- 
ply as the way people behave away from home when they feel they are 
not being observed by anyone who matters. The person with character has 
values and standards which go beyond personal gratification. Character 
education must be comprehensive training applicable beyond either the 
School or home. 

The most significant influences on character appear to be in the home. 
However, the school and the community, as represented in the values of 
people who hold social power, are also influential on character. The child 
Observes closely to see the parents' reaction to the faulty value systems of 
people within the community. He also notes the parents’ response to the 
individual who values money more than correct judgment or who seeks 
material things more than human values. The parent who either actively 
accepts or fails to oppose faulty values is teaching a more significant les- 
son through his actions than through his words. 

The church is also an influence upon the emerging character of the 
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child, although studies have indicated that it is not as significant a factor 
as might be expected. 

Piaget's conception of the stages in the development of the child's moral 
judgment is: (1) nonrecognition of rules; (2) recognition of rules as abso- 
lute and morally correct, as given by authority; (3) recognition of the 
conventional, arbitrary character of rules; and (4) manipulation of and 
recognition of the changeability of rules.?? 

In an extensive study of character development, Robert Peck and Rob- 
ert Havighurst attempted to answer the question, ^What is character?" by 
conceiving of a series of successive stages in the psychosocial development 
of the individual which they labeled amoral, expedient, conforming, irra- 
tional-conscientious, and rational-altruistic.?? These stages can be briefly 
defined as follows: The amoral individual disregards the effect his acts 
have on others. He is egocentric and out only for personal gratification. 
The psychologist refers to this individual as the psychopath or character 
disorder. The expedient individuals behavior is more controlled. He is 
considerate of others when it helps him accomplish his goals. The con- 
forming individual learns a role and is able to make choices acceptable in 
his group. His behavior is entirely motivated by social approval. For him, 
a choice between his judgment and the group's desire is generally con- 
trolled by the group. The irrational, conscientious individual acts on the 
basis of values he holds emotionally, not rationally. He is dependent on 
rules and finds self-respect in following a code endorsed by authority. The 
rational altruistic individual understands standards and is able to make 
decisions about what is important in a situation. He is concerned about 
the welfare of others and is able to consider others because he also has a 
very deep self-acceptance. 

Many individuals pass through all of the stages and sometimes they 
regress. However, the stages are not to be considered as sequential, nor 
is it mandatory that each individual pass through each stage. 

The extensive research of Peck and Havighurst points to the prime sig- 
nificance of family influences on character development. They found 
that moral stability was most significantly influenced by an atmosphere of 
mutual trust and consistency. The individual's feelings of adequacy which 
permit him to make decisions were also best developed in an atmosphere 
of trust and consistency. Mutual trust among family members was d 
fied at a statistically significant level as important in character p 
ment. The child's character maturity appeared to be directly related to 
the degree of consistency, mutual trust, and mutual approval he experi- 


22 J. Piaget, The Moral Judgment of the Child (New York: Harcourt, Brace & World, 
Inc., 1932). 
?3 R, Peck and R. Havighurst, The Psychology of Character Development (New York: 
John Wiley & Sons, Inc., 1960). 

24 R, Peck and R. Havighurst, The Psychology of Character Development. 
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enced within his family. If these same attitudes were operative in school 
relationships, character development would be facilitated. Sears found 
that the more the control of the child is love-oriented, contrasted with 
physical punishment, the more effective is parental control over desirable 
behavior, and the stronger the development of the child's guilt feelings 
for improper behavior.?5 | 

The importance of consistency, mutual trust, and mutual approval in 
the development of children was found in other societies also. Margaret 
Mead, in her anthropological studies, found that highly cooperative, 
friendly, warm, and considerate personalities were produced in a tribe, 
the Arapesh, who had formed a group with almost complete social equal- 
ity.°° In the Arapesh, neither age nor sex gave superior social status. The 
groups which showed the highest amount of mutual trust and mutual 
approval produced the most cooperative children, according to Mead. 

The parent concerned about guiding the child's character formation 
can turn to specific guidelines for action. First, he can become more aware 
of the importance of the family atmosphere. Proper character formation 
comes when the child feels emotionally secure and accepted as he is. The 
parent is able to utilize the child's desire to be approved. This is different 
from endeavoring to make the child dissatisfied with his position or in- 
dicating you feel he can do better. When the child demonstrates a strong, 
healthy character trait, it should be reinforced and approved. The child 
should be taught always to seek ways of solving ethical problems with 
reason. The parent who desires the child to function ethically and with 
good character not only within his presence but also away from the influ- 
ence of the family, provides the child with opportunities to deal with con- 
flicts and gain experience in solving them. The child’s experiences can 
then be translated into a philosophy of life. 

The goal becomes one of developing in the individual a growing ability 
to make decisions based on a sound philosophy of life. In all of this the 
parent recognizes that each individual develops a unique pattern of 
central purposes, which serves as a criterion for him in making social de- 
cisions. The atmosphere may remain consistent but variations in manage- 
ment to account for individuality are necessary. The specific child is best 
understood when the parent can see what his purposes are and how he 
tends to interpret his experiences, 


Certain principles emerge from the work done on character, 


1. There is no age of discretion. The child does not suddenly exhibit 


good character because he has lived longer. Character is not directly re- 
lated to aging. 


25 R. Sears, E. Maccoby, and H. Levin, Patterns of Child Rearing (New Y. k: 
& Row, Publishers, 1957). Sis SAC) Harper 
26 Margaret Mead, Sex and 


Temperament in Three Primitive Societies (N z 
Mentor Books, 1950). (New York: 
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2. Early and continuous training in character development is essential. 
The child needs consistent experiences, beginning early in life, that help 
him make the right decisions. 

3. Character and spiritual values are effective only when they become 
an integral part of feelings, thoughts, and convictions. The atmosphere 
should be such that the child feels this is the right way of life. 

4. Character can be taught best within the family circle through exam- 
ple and by regular application. А 

5. The child learns the desired character response when he experiences 
satisfaction through ethical responses and annoyance through undesirable 
responses. 

6. Reinforcement is most significant when used promptly. The conse- 
quences of an act should be apparent immediately if change of behavior 
is expected. 

7. Punishment should be replaced by logical consequences. When we 
punish, we do not permit the child to learn from his controls, but only to 
defer to our controls. However, in using natural consequences, the child 
learns from the natural and logical disturbance of order. He has a choice 
and learns he is not disregarding the adult but the order of the specific 
community. 


The parent interested in affecting the child's character development 
must be able to inspire the child to achieve what he is capable of. This 
would be done most effectively when the parents (1) value the child as he 
is; (2) show a faith in the child that enables him to have faith in himself; 
(3) give recognition for effort, not just for achievement; (4) recognize and 
utilize the child's interests, assets, and strengths.?7 

Regardless of the research examined, one factor appears consistently: 
children learn more from what we do than from what we say. Moralizing 
not backed by example is wasted. Character tends to be an accurate re- 
flection of the way in which the individual has been treated or feels he 
has been treated. The parents' responsibility, then, is to provide the neces- 
sary conditions for facilitating character development within the home 


atmosphere. 


DEFENSE MECHANISMS IN CHILDHOOD 


It has been demonstrated that behavior patterns which are repeated 
over a period of time become fixed. A child's responses to the tasks of life 
may not, at first, be too patterned or discernible, but as time progresses 
and he continues to react in certain ways to certain situations, his pattern 


21 D, Dinkmeyer and R. Dreikurs, Encouraging Children to Learn: The Encourage- 
ment Process (Englewood Cliffs, N.J.: Prentice-Hall, Inc., 1963). 
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becomes apparent. The child, through his actions, reveals his goals, needs, 
and purposes. Adults need to understand how the child views life and to 
recognize that a considerable amount of his personality is formulated on 
the basis of how he perceives the world. Even though some of his percep- 
tions may be based on faulty assumptions, they, nonetheless, determine 
his interaction with others. 

How, then, does the child go about meeting psychological problems 
when his goals become difficult to reach? Regression is one of the mecha- 
nisms or dynamisms utilized. It implies that the child has given up and re- 
treated to a past stage. This sometimes stems from a sense of failure, which 
prompts the child to retreat to a happier previous success. If the child can 
realize that he was once successful, he may then gain the courage to go on 
and repeat his success. Some children, however, become satisfied with the 
accomplishments of the past, and, convinced that they are not able to re- 
peat their success, use regression as a solution. Regression sometimes takes 
the form of fairly complete social withdrawal from cooperation with peo- 
ple. The teacher and parent need to be alert in spotting regression, as 
children who use regression rarely bother adults. Nevertheless, adults 
should be concerned about them, because regression can be a significant 
behavior tendency in childhood. 

Another indication of maladjustment is the child's tendency to blame 
others for his shortcomings. Some children convince themselves that the 
blame is never theirs, that things are out of their control, that others get 
them into trouble. The child who regularly uses this mechanism is headed 
toward a personality difficulty. He cannot really face himself honestly; he 
always explains his faults by saying that people do not like him, or the 
teacher does not understand him, or nobody cooperates with him. 

Being suspicious of others is another unhealthy behavioral tendency, 
which can affect the child's adjustment to life. The child who is suspicious 
and introverted can eventually develop paranoid tendencies in which he 
comes to believe everybody is against him. 

Young children often unconsciously project their ideas on other persons. 
Projection is a defense mechanism in which the child places the blame on 
someone else, saying, “Му brother doesn't like you," or "My teacher won't 
permit me." This type of projection solves personality problems for the 
child. Some children repress their difficulties; are always “forgetting”; they 
cannot remember homework, parental expectations, or anything else 
which seems unpleasant to them 

You must always recognize that nearly everyone employs defense mech- 
anisms. They are significant only when exaggerated. Each defense mecha- 
nism described you have probably observed in others and in yourself. The 
significant factor is the frequency and intensity of occurrence in solving 
problems in contrast to approaching the difficulty directly. 

Children fall into the habit of utilizing undesirable tendencies because 
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of faulty training. The child who has a good relationship with the signifi- 
cant adults in his life gains the courage to deal with all kinds of people 
and with his peers. Each child should actually be encouraged to develop 
self-assurance and an understanding of his problems and the problems of 
others. The child would not be engrossed only in his own problems, but 
would learn to show concern for others. 

In studying the defense mechanisms and significant behavior tendencies 
in children, be alert to the severity of the use of such traits as hatred, 
cruelty, rationalization, fear, illness, daydreaming, and feelings of inferior- 
ity as methods of problem solving. Children in increasing numbers are 
exhibiting such psychosomatic disturbances as ulcers, asthma, fatigue, | 
enuresis, etc. When there is no physical basis for the physiological dis- 

fe turbance these complaints may be taken as early evidence of faulty per- 
sonality development. 


9. Are the defense mechanisms described to be anticipated in all children 
as part of growing up? How would you manage specific mechanisms? 
What is the difference in the parents’ and the teachers’ role in dealing 
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CONSISTENCY AND CHANGE IN PERSONALITY 


The central core of the child's personality is in the process of formation, 
so that it is possible for personality changes to occur. However, as the 
child continues to experience specific situations and come up with set in- 
terpretations of his experiences, an unfolding style of life or self concept 
develops. 

Those who believe in the consistency of the individual's self concept 
point to the ego as functioning in such a manner as to maintain a con- 
sistent state of personality organization, which is quite comparable to the 
physiological functioning of the homeostasis mechanism. Some research in 
personality tends to substantiate this theoretical position held by psychia- 
trists and psychologists. 

Lee Stott found that a tendency in most of his cases for the pattern 
which characterized the child when he entered nursery school at age two 
and one half persisted at least through the years of regular attendance at 
the Merrill-Palmer School.28 This consistency has to an extent also been 
demonstrated in studies at the University of California Fels Research In- 
stitute and in other longitudinal studies.”° 


28 L, Stott, “The Identification of Four Childhood Personality Traits as Expressed al 
the Social Interaction of Preschool Children," Selected Papers, Inter-Institutiona 
Seminar in Child Development (Detroit, Mich.: Merrill-Palmer School, 1958), 

29 J. Карап, "American Longitudinal Research on Psychological Development, Child 
Development, 35 (1964), 1—32. 
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An often quoted study in this area is one by Shirley, which concluded 
that personality differences can already be noted at the time of birth and 
that babies sampled showed a marked degree of consistency in personality 
as they grew older.?? For example, the irritable baby remained relatively 
more irritable, even though irritability decreased with increasing age. 

Neilon did a personality study of fifteen of Shirley's subjects at age 
seventeen?! He concluded that personality similarities in an individual 
persist over a fairly extensive period of life and that consistency is charac- 
teristic of development. 

McKinnon did a longitudinal study of the personality development of 
sixteen children from ages three to eight or nine.?? For his research pur- 
poses he divided the children into four groups, conformity of a constructive 
type, caution and lack of self-confidence, active and forceable approach, 
and withdrawal. McKinnon found a persistence in behavior to the extent 
that ten of the sixteen remained in the original grouping during the five- 
to six-year period of study. It was possible to demonstrate consistency in 
personality. 

The most comprehensive longitudinal study of personality development 
has been done by Карап and Moss? They found “passive withdrawal 
from stressful situations, dependency on family, ease-of-anger arousal, in- 
volvement in intellectual mastery, social interaction, anxiety, sex-role iden- 
tification, and pattern of sexual behavior in adulthood were each related 
to reasonably analogous behavioral dispositions during the early school 
years." The stability of these characteristics is closely related to appropri- 
ate roles for males and females in our culture. 
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10. Consistent findings point to the early setting of personality patterns 
which remain relatively fixed. What does this imply for the school 
curriculum, parent education, and school guidance programs? 
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THE SCHOOL AND PERSONALITY DEVELOPMENT 


The school has a significant effect on personality development. Teachers 
cannot really say they are concerned only with intellectual development 
and not personality development. The child is a whole person, and the 
School needs to be aware of the teacher's effect as model, example, and 


80M. Shirley, The First Two Years: A Study of Twenty-Five Babies’ Personality 
Manifestations (Minneapolis, Minn.: University of Minnesota Press, 1933). 

31 P. Neilon, “Shirley’s Babies After Fifteen Years: A Personality Study,” Journal of 
Genetic Psychology, 73 (1948), 175-86. , 

3? K. McKinnon, “Consistency and Change in Behavior M. 
velopment Monographs, No. 30 (1942). 

33 Kagan and Moss, Birth to Maturity, p. 266. 
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guide. The teacher's behavior serves either to establish or change the 
child's conception of the world and people. Teachers in the early primary 
grades can have a significant effect on personality development. As the 
Fels Research Study indicated, the years from age six to ten are particu- 
larly crucial. 

The elementary school teacher needs to be particularly aware of peer 
relationships and their effect upon individual development. Through socio- 
metric and other child study techniques he can become more aware of 
relationships and their effect upon the personalities in the classroom. Lip- 
pitt and Gold found a correlation between various types of classroom 
socioemotional structures, the stratification of those who are looked up to 
or down on, and mental health.?* Healthy personality development can 
also be facilitated through curriculum flexibility. 

Interpersonal relationships in the school have a significant effect upon 
the child's feelings of status and self-confidence. Teachers need to be 
aware that they are dealing with children from various social classes, and 
that these social classes and their values have an effect upon the way in 
which the child adjusts both to the tasks of school work and achievement 
and the social tasks of getting along with adults and children. Wilson in- 
vestigated the aspirations of boys with similar social origins who were 
attending schools characterized by different climates of aspiration. Among 
sons of both professional and manual workers, more of those attending 
middle-class schools than of those attending working-class schools wanted 
to go to college. Peer-group norms and the dominant class character have 


strong influence on aspirations.35 
ЛЕЗ С у 


11. What are some specific steps the school administration concerned 
about healthy personality should take? What are some ways the 
school should be working with the problems of social-class influences? 
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THE EVALUATION AND ASSESSMENT OF PERSONALITY 


An often neglected factor in studying the child in the school setting is 
the assessment of personality development. Personality is always available 
for assessment in that the child continually reflects his goals and purposes 
in all of his behavior. Assessment is not easy, however, and it might be 
wise to consider initially the problems involved in the measurement of 


personality. J 
One of the first problems is the elusive nature of personality. Personality 


34 R. Lippitt and M. Gold, “Classroom Social Structure as a Mental Health Problem,” 


Journal of Social Issues, 15, No. 1 (1959), pp. 40-49. 
85 А. Wilson, “Residential Segregation of Social Classes and Aspirations of High 


School Boys,” American Sociological Review, 24 (December 1959), pp. 836-45. 
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traits are not well-defined, and, as a result, it is often difficult to study 
personality functionally. Another problem in personality study is sam- 
pling. The extent to which certain traits are present in the child is im- 
portant. If research had revealed the presence of consistent mutually 
exclusive personality traits, the problem of measurement would be rela- 
tively simple, but definite single variables in personality study are not yet 
easily identified.*" Cattell at the University of Illinois has been involved in 
a long-term study of personality, which thus far corroborates the con- 
tinued existence of this problem. - 

The entire personality of the child theoretically could be charted by 
stimulating him to reveal one or two specific expressions of each trait. 
However, personality is specific to a given situation and often varies de- 
pending on social situations. Therefore, the problem of adequate samples 
of personality is basic to any study and assessment. 

Another measurement problem is reliability. If tests and measures are 
to be of value, responses elicited must be consistent. Comparable results 
should be secured when the measures or assessments are repeated after a 
lapse of time. However, personality factors, which encompass feelings and 
attitudes, are modified and changed in accordance with fluctuations in ex- 
perience and the emerging self concept. Hence, a repetition of the same 
test might result in different results which actually reflected changes in 


“personality and not a lack of reliability. Therefore, reliability takes on a 


different connotation when we are measuring personality change. 

Validity is another problem in personality study. As for all tests, a per- 
sonality test is considered valid when it actually measures what it claims 
to measure. Personality test items are usually determined to be valid on 
the basis of their diagnostic value in discriminating between various 
groups of children who possess the qualities being measured in high or 
low degree. 

Personality tests are also made valid to the extent that items are dis- 
guised and the social desirability factor is controlled. The test should be 
adjusted to the child’s reading level and test items should be selected with 
a consideration of the pupil’s age level and general interests, 

Methods of study in personality vary so greatly that consideration of 
some of the approaches might be worthwhile. 

Some have studied personality on the basis of an individual's sociocul- 
tural membership, his status in the socioeconomic community. On this 
basis, personalities are classified in relationshi 


sonality study have been done on the basis of collecting the personal 
documents of the individual. A considerable amount of information can 


36 R, В. Cattell, Personality: A Systematic Theoret 
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be obtained through autobiographies, diaries, essays and the like. Some 
personality study has been done by asking individuals to write short an- 
swers to the direct question, "Who are you?" This technique can be pro- 
ductive in getting at the child's perception of self in relation to the world. 

Personality study is also done on the basis of samples of behavior. The 
child's behavior is time-sampled, and observations are made at different 
periods in the day, week, and month of the child's life. Other personality 
study is done with rating scales; teachers or psychologists are asked to rate 
the child on certain traits: 


12. Discuss the advantages and disadvantages of the comparatively infor- 
mal measures of personality. 


For purposes of child study, we can probably divide the instruments for 
personality assessment into four major categories. First are the rating 
scales, paper-and-pencil devices for rating the individual on a scale of per- 
sonal character. Personality inventories are standardized instruments in 
which the subject checks his reactions to a wide variety of specific ques- 
tions. Projective methods examine the individual's internal personality or- 
ganization and view of life on the basis of his interpretations of pictures, 
ink blots, incomplete sentence tests, or story-completion tests. The final 
method is direct observation, in which the subject's overt behavior is ob- 
served in both typical situations and situations involving desirable and un- 
desirable behavior. 

The value of the rating scale is always highly dependent upon the de- 
gree of training given to those who are asked to rate. Rating scales have 
the advantage of requiring observation of a child’s behavior. They do not 
need to be inferential, but rather rely on actual observation. The person- 
ality inventory is another form of rating in which the child rates himself. 
Inventories have been designed to measure a number of traits or dimen- 
sions of adjustment. Although these tests are conyenient and frequently 
get below the surface in tapping an individual’s own personal experiences 
and feelings, they are limited by the individual's ability to understand 
himself and to give an accurate report. The subject must be motivated in 
his desire to cooperate, or the report will have little value. Frequently, 
item analysis of self-report ratings can be effective in helping the teacher 
or psychologist to understand the personality of the individual. Generally, 
though, personality tésts for children are still in a primitive stage. 4 

The projective test makes an attempt to probe into the unconscious life 
to get at the individual's goals, purposes, and themes. Methods of projec- 
tive testing usable with children include the Rorschach Ink-Blot Test, var- 
ious picture-theme projectives, word association, and play- or doll-therapy 
techniques. The basic assumption in this type of testing is that an indi- 


REPRESENTATIVE METHODS OF PERSONALITY ASSESSMENT 


VARIABLES, 

TEST AGE OR GRADE LEVEL FEATURES ' 

1. California Test of Per- ^ Grades Kdgn-3, Feelings about Self 
sonality, California Test 4-8, 7-10 and Social-adjustment 
Bureau, Del Monte Re- Components 
search Park, Monterey, 

California 

2. IPAT Children's Person- Ages 8-12 14 Personality Dimen- 
ality Questionnaire, Insti- sions 
tute for Personality and 
Ability Testing, 1602—04 
Coronado Drive, Cham- 
paign, Ill. 

3. Institute of Child Study Grades 4-8 2 Scores: Consistency, 
Security Test, Institute of Security, Tentative 
Child Study, University Norms. 
of Toronto, Toronto, On- 
tario. 

4. Mental Health Analysis, Grades 4—8 Mental Health Assets 
California Test Bureau, and Liabilities 
Del Monte Research 
Park, Monterey, Califor- 
nia. 

5. Science Research Asso- Grades 4-8 A Problem Checklist 


ciates, Junior Inventory, 
Science Research Associ- 
ates, 259 East Erie Street, 
Chicago 11, Ill. 


PROJECTIVE AGE LEVEL 


1. House-Tree-Person Pro- 5 and over 
jective Technique, West- 
ern Psychological Services 

2. Machover Draw-A-Person 2 and over 
Test, Karen Machover, 


Charles C Thomas, Pub- 
lishers 


3. Make a Picture Story, 6 and over 
Psychological Corp. 


4. The Michigan Picture 8-14 
Test, Science Research 


Associates 

5. Revised Bender Gestalt, 7 and over 
Max Hutt 

6. Rorschach, Grune and 3 and over 
Stratton 


7. Thematic Apperception 4 and over 
Test, Henry A. Murray, 
Harvard University Press 
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vidual will project his needs, goals, and purposes under what appears to 
him at the time to be an irrevelant stimulus. 

Work with the projectives supplies the data for the psychologist to make 
some conclusions about the child's perception of self and the world about 
him. Doll play is frequently interesting in providing some insight into the · 
young child. Other forms of expressive behavior also help permit infer- 
ences about personality; children's drawings, the drawing of a house-tree- 
person, easel painting, incomplete stories, and incomplete sentences are 
other methods of measurement. 

"The Rorschach Ink-Blot Test is based on the assumption that general 
personality trends can be ascertained from the subject's interpretations of 
what he sees in a series of ink blots. This test; of course, is highly depend- 
ent upon the skill and experience of the administrator. 

Another form of projective is the picture analysis test, in which the child 
is presented with a series of pictures and is asked to tell a story about them 
as to what is happening now, what happened before, and what will hap- 
pen. It is assumed that the individual reveals his personality as he makes 
up the story about each picture, describing the events, the outcome, and 
the feelings and thoughts of the characters. Projective personality study 
when professionally done can give considerable insight into the person- 
ality of the individual. 

Personality, then, is one of the most significant aspects of child study, 
and teachers need to know a considerable amount about it. We have seen 
that there are various theories about the way in which personality is organ- 
ized. We have noted a number of factors that influence personality devel- 
opment. It is apparent that there is considerable interrelationship between 
the major factors—the organic or biological, environmental or cultural, and 
the personalized apperceptions of the individual. Although personality has 
been shown to be relatively consistent and predictable, we recognize that 
certain methods of child training help to produce a more effective, healthy 
personality than other methods of child training. 


IMPLICATIONS 


1. The school years, ages six to ten, have a most significant effect on 
long-range personality development. Guidance services, involving early 
identification and therapeutic change, should be an important part of the 
early elementary school years. ra : 

2. The teacher is in a particularly crucial position to observe and com- 
pare the child's personality development in relation to the peers. More 
emphasis should be placed on obtaining systematic observations, prefer- 
ably anecdotal, from the teacher, and on encouraging teachers to record 


their observations. 
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3. There is need to become more sophisticated in understanding devel- 
opmental “ages and stages.” "Stages" must always be seen in terms of the 
individual’s development and not as devices to explain all kinds of inade- 
quate functioning; otherwise, stages can serve as a deterrent to investigat- 
ing problem areas in the child’s development. 

4. Several personality theories point to the importance of the goal, 
theme, arid the striving for self-actualization. Close observation of the di- 
rection of the child's psychological movement can help explain behavior. 

5. Psychological growth is facilitated as the individual is loved, re- 
spected, and accepted both by others and himself. This focuses on the 
nature of the relationship necessary for growth and the importance of self- 
understanding, Teachers should work with pupils on self-understanding 
both incidentally and through planned instruction. 

6. The child’s approach to mastery of the academic and intellectual 
skills is not only a measure of intellect, but an indication of his ability to 
acquire satisfaction through his own development. The personality of the 
child with adequate potential who does not function should be studied. 

7. Our culture makes certain expectations of the child based on sex-role 
characteristics. The child is held to certain sex roles regardless of differ- 
ences in temperament and primary characteristics of reactivity. 

8. Some late maturing children tend to have more personality difficul- 
ties than early maturers. They make more inadequate self-evaluations, 
and are more dependent and rebellious. If the school took into account 
variances in maturational rate in making educational plans, permitting the 
slow maturer more time to develop, this could have a beneficial effect on 
personality development. 

9. The cultural group influences the development of personality. A 
wide exposure to varied cultures should help to broaden the child’s per- 
sonality and enable him to be more accepting of personality differences. 

10, The child with a healthy personality has social interest; he is con- 
cerned about others as well as himself. Activities should be planned which 
foster and stimulate social interest. 

11. The development of responsibility plays a major role in the develop- 
ment of personality. Regular opportunities to assume responsibility should 
be provided. Responsibility should not be held up as a reward, but used to 
help develop children’s capacity to function and feel adequate. 

12. Peck and Havighurst's stages in the psychosocial development of 
the individual provide a standard to evaluate character development. 
Teachers can use these stages to conceptualize more adequately their 
goals in the area of character development. 

13. Havighurst and Peck found that stability is most significantly influ- 
enced by an atmosphere of mutual trust and consistency. These traits 
long acclaimed by theorists, were demonstrated to be significant by Ae 
search. They epitomize the desirable home and school atmosphere. 
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14. There is no age of discretion. Character development is a task re- 
quiring both incidental and planned educational experiences. 

13. The child can learn most adequately by building his controls, not 
deferring to our controls. This necessitates permitting him to learn from 
natural and logical consequences. 

16. Children learn more from example than from verbalizing. Character 
tends to be a reflection of the way the child feels he has been treated. The 
nature of the adult's example and his relationship with the child are the 
most powerful tools of instruction. 

17. Defense mechanisms are found in all children and are only symp- 
toms. They point to the difficulty, but should always be seen only as clues 
to the child's faulty perceptions. 

18. The many studies which demonstrate early differences and consist- 
ency in personality point to the importance of parent education groups 
and the early utilization of counseling facilities, when indicated. 

19. The culture plays an important role in the formation of personality 
traits. The teacher's awareness of the varied cultural expectations in the 
group related to school achievement and behavior can serve to explain the 
value systems of the children. Peer group norms and the character of the 
dominant class have a strong influence on level of aspiration. 
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DEVELOPMENT 

AND EDUCATIONAL 
ACHIEVEMENT: 
ACADEMIC GROWTH 


We have seen many ways in which the child grows and de- 
velops. Now we shall look at him in terms of his educational 
problems and academic growth. Let us begin by asking some of 
the questions we want to consider. Is it really possible to be an 
"overachiever"? What does *underachievement" mean? Is there 
any relationship between development and achievement? What 
can we do about the child who appears to be fast developing 
but is not achieving? Does the age of entrance to school have 
any effect upon educational achievement? Is there any demon- 
strated relationship between growth patterns and rates of de- 
velopment and academic achievement? 

Those who accept organismic theory believe that the child's 
achievement is a result of internal and external forces, i.e., mat- 
uration, the environment, and the child's view of the achieve- 
ment task. From this point of view, as indicated by some of the 
research findings of Willard Olson, achievement is highly re- 
lated to development. 


THE RELEVANCE OF CHILD DEVELOPMENT FOR 
EDUCATIONAL PRACTICE 

Awareness of some of the fundamental principles of child de- 
velopment is a basic requirement for educators. Schools in their 
organization, curriculum planning, and actual teaching experi- 
ences should reflect an understanding of child development. 

The unique and constantly emerging pattern of growth for 
each child must be considered in' educational planning, Sound 
educational decisions consider the interrelationships of perti- 
nent developmental factors. For example, early maturers require 


1 Willard Olson, Child Development, 2nd ed. (Boston: D. C. Heath & 
Company, 1959). 


different experiences than children who are characteristically late-matur- 
ing. 

The great individuality of all growth demands that the teacher have 
some insight into the relationship between developmental factors and the 
learning process. The teacher must be more concerned with the individ- 
ual’s developmental age than with the chronological age, which is inade- 
quate as a basis for educational decisions. Growth has been demonstrated 
to be sequential, as have many phases of development. In the development 
of skills a child generally talks before he is able to read and reads before 
he is proficient at spelling. Educators should take these sequences into ac- 
count when planning the educational process. Research in programed in- 
struction indicates that the learning process should be much more sequen- 
tial than it has been. 

The great difference in developmental rates points to obvious differ- 
ences between boys and girls; however, these are differences in timing of 
development rather than differences of sex. Understanding the rate of de- 
velopment of each child is imperative. Rate in this sense is a description of 
the amount of increment in either function, i.e., words comprehended, or 
in structure, i.e., inches of height per unit of time during which measure- 
ments are available. There is some evidence that children inherit a family 
pattern in rate of development. Research by W. Olson at the University of 
Michigan has shown great similarities within the family in developmental 
rates, particularly between siblings,? Tanner states: “Identical twin sisters, 
with the same genes, reach menarche an average of two months apart. 
Non-identical twin sisters, with the same proportion of different genes as 
ordinary sisters, reach menarche an average of about ten months apart." 

Awareness of the significance of the individual rate of development 
leads to a better idea of the appropriate time to introduce educational 
tasks. This approach requires that the teacher attempt to comprehend the 
individual’s rate and, in evaluating the child, compare development within 
the individual. Teachers would focus on individual increments, and not 
group percentiles, 

The cyclic nature of growth suggests that the teacher focus on the indi- 
vidual and his particular cycle. It should also serve as a reminder to the 
teacher that patience in the learning situation is a necessity, not just a vir- 
tue. At every grade level teachers need to know which children have begun 
their growth spurt in which specific subjects and which children appear to 
be nearing the completion of a cycle. Curriculum planning does take into 
account characteristic traits of developmental stages, but consideration of 
the cyclic status of the individual is also needed. 


2 Olson, Child Development, p. 208. 
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Resistance to displacement, or the wisdom of the body principle, leads 
to recognition that the organism tends to maintain its pattern. Obviously, 
maturation and readiness must precede many types of learning if they are 
to be most effective. This internal ripening is a necessity. Reading forced 
ahead of maturity produces not only ineffective reading, but frequently 
personal-social-emotional disturbances. Much growth research indicates 
that pacing is a superior technique to forcing and pressure. Pacing im- 

lies, of course, a comprehensive knowledge and understanding of the 
individual and his particular pattern. The principles of development, there- 
fore, continually return the focus to the individual learner. 

There is no research evidence to indicate that progress can be forced or 
hastened and produce permanent gain, except in instances of environ- 
mental deprivation. Generally, forcing and pressure are detrimental influ- 
ences on the learning process. 


1. Give some examples where you believe forcing would be effective after 
educational deprivation. 


An understanding of child development suggests that grouping is not an 
educational solution in itself because children do not learn as groups. Re- 
gardless of the group children are put in, they learn in accordance with 
their abilities, their rate of development, their purposes, and their capaci- 
ties. An essential requirement is a supply of meaningful tasks at appropri- 
ate developmental levels presented in an encouraging manner to facilitate 
the development of self-confidence. Again, the implication is strong that 
there must be adequate and intensive child study by the classroom teacher. 

Some research has shown a gradual, consistent, and statistically signifi- 
cant increase in the efficiency of the performance of simple learning tasks 
which follows an increase in age. When the same experiments were done 
to test the relationship between learning and intelligence, it was discov- 
ered that learning efficiency was not just a simple function of intelligence. 
Learning efficiency depends somewhat on the developmental maturation 


rocess.* 
b er- 


In each classroom are children of varying capacities, maturing at diff 
ent rates, making both quantitative and qualitative changes. In any un- 
derstanding of the child, his maximum potential and the rate at which he 
is traveling toward that maximum must always be considered. Some chil- 
dren have high potential but begin growth slowly. The onset of certain 
phases of their developmental design begins later than it does for the 
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early maturer. Teachers can observe fundamental differences in the tim- 
ing of the cycle. Examples include children with the same mental ages 
who are growing at different rates toward the same maxima; two children 
with different mental ages who are going toward different maxima but at 
the same rate. Nature and nurture are complexly involved in the develop- 
ment of the individual, who tends to preserve a constant internal state, 
homeostasis, in spite of external changes. Several educational experiments 
illustrate this principle, which is also termed resistance to displacement. 
Children tend to maintain their rate of growth and developmental pattern 
over a period of time.5 


2. Illustrate some educational problems which demonstrate the impor- 
tance of understanding the timing of the child’s growth design and his 
rate of maturation. 


Sn ne ee ee eee ge 

Millard and Rothney emphasize the significance of studying individually 
the development of children. Their case studies illustrate the way in which 
increases in rate of growth have an effect upon total development. Like 
Olson, they found an achievement-environment relationship. In their con- 
clusions, they state: “It appears that the rises in the achievement curves 
аге part and parcel of a total relationship between organism and environ- 
ment.” It is significant to recognize that the child demonstrates growth 
even in the face of a declining status within the group or in comparison to 
some norm. Millard and Rothney pointed out that there was adequate 
documentation in all the cases reported to indicate that development was 
primarily a total organismic product. However, they did acknowledge that 
there are enough exceptions to please those who do not accept this as- 
sumption. They called for extensive experimentation on whether environ- 
ment and culture can raise and affect the basic rhythm, timing, and degree 
of similarity of growth which they felt was the result of an organismic ef- 
fort. They conclude: "In all cases the achievement patterns show an in- 
crease in growth rate at nearly the same time,”7 


3. What is the implication of the finding of a relationship between the to- 
tal organism and achievement? How can a study of the achievement 
pattern of an individual be of value in educational planning? 


5 Olson, Child Development, p. 42. 

* C. V. Millard and John Rothney, The Elementary School Child: A Book of Cases 
(New York: Holt, Rinehart & Winston, Inc., 1957), p. 633. 

* Millard and Rothney, The Elementary School Child, p. 634. 
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To Millard and Rothney it seemed that the universality of this phe- 
nomenon gave strength to the validity of the organismic theory. The ef- 
fective teacher must be concerned about the individuals maturity, his 
readiness, and his interests. Plans for curriculum must take into account 
the developmental tasks expected at the level of an individual with his 
particular growth factors. The child who is tall and well-developed may 
have problems in learning to get along with agemates that are different 
from those of the individual who is small but accelerated intellectually. 

There has been some questioning of the organismic concept. It has been 
demonstrated that intellectually gifted children tend to be taller and 
heavier and become pubescent earlier.5 However, a test of the organismic 
age concept in children at three grade levels showed no tendency for ac- 
celeration in mental age to be accompanied by similar acceleration in 
weight age, or dental age.” Klausmeier and associates have also questioned 
the organismic age concept.'? 

То this point, the significance of physical factors in the development of 
educational achievement has been stressed. They lay the foundation for 
achievement. Upon this foundation are placed nurture factors. The child 
does not grow properly without an adequate environment. He does not 
learn to read without experiences in reading. Achievement test results il- 
lustrate well that the child cannot do arithmetic problems when he is un- 
familiar with the basic processes. The teacher is required to provide | 
enriching experiences with meaningful material. Ideally, instruction should | 
be flexible and provide for individual differences. As teachers become 
more fully aware of the wide range of abilities in any given room, they 
must take on guidance functions to aid instruction. The teacher truly 
aware of individual differences cannot write lesson plans in each subject 
for thirty children; neither can she write thirty lesson plans in each sub- 
ject. The child must mature and take on increasing responsibility for his 


learning and academic progress. 


4. We are discussing the two concepts of nature and nurture that affect 
academic growth. What is your view of their relative role in educa- 


tional achievement? 


8 F. K. Shuttelworth, “The Physical and Mental Growth of Girls and Boys Age Six to 
Nineteen in Relation to Age at Maximum Growth,” Monograph of the Society for 
Research in Child Development, 4, No. 3, 1939; and L. Terman, Genetic Studies of 
Genius Vol. I Mental and Physical Traits of a Thousand Gifted Children (Stanford, 


if.: Stanford University Press, 1939). D , 
* pte M. niet, and В. Stroud, “The Organismic Age Concept," Journal of 


і Psychology, 46 (1955), 142-150. 
n4 e on А, са and I, Lehmann, "Comparison of Organismic Age and 


Regression Equations in Predicting Achievements in Elementary School," Journal of 
Educational Psychology, 


49 (1958), 182-186. 
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THE INTERRELATIONSHIP OF ACHIEVEMENT AND DEVELOPMENT 


There is evidence of a general growth factor appearing throughout all 
development and influencing the rate of maturation. This growth tend- 
ency controls such factors as skeletal development, development of per- 
manent teeth, physiological functioning, and development of intelligence. 
Rates of various structures and functions vary within the framework of 
the child’s central growth tendency, The Harvard Growth Study showed 
that children who were physically advanced for their age scored higher in 
mental ability tests than those who were less mature but of the same 
chronological age.!! The great effect that maturation has upon develop- 
ment must be recognized. Environmental factors may assist growth and 
modify it, but they do not generate development. “Growth is an impulsion 
and as a cycle of morphogenetic events is uniquely a character of the liy- 
ing organism. Neither physical nor cultural environment contains any 
architectonic arrangements like the mechanism of growth. Culture ac- 
cumulates; it does not grow.”!2 

Maturation is also influenced to some extent by the different environ- 
mental factors that the individual contacts. 

Without nurture potential traits do not develop to their maximum, while 
with proper nurture development can be nearly complete. However, when 
an individual or a specific trait is limited in potentiality, no amount of ef- 
fort will bring it up to the set standard. Limits are imposed on all learning 
tasks because of the unalterable growth processes that take place within 
the child. 

In attempting to guide the individual to maximum development, the 
growth factors must be considered, Each child has a unique rate, even- 
though the sequence of accomplishments in different children tends to be 
uniform. The educational process must consider variances in readiness and 


by the environment, 

The effect of growth forces on the learning process is most readily seen 
in experiments like the Millard spelling experiment which has already 
been referred to in Chapter V, “Learning.” 


5. What would be some methods for assessing readiness in various areas 
and at varied levels of development? 


à B Fae Physical and Mental Growth. 
- Gesell, "The Ontogenesis of Infant Behavior" in Manual Child 
ed. L. Carmichael (New York: John Wiley & Sons, Inc., 1954), T 358. Peuchology, 
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In a section titled, *Children Who Surprised Us,”!* Olson reports on the 
record of a child who showed a severe delay in reading to almost age ten, 
combined with a steady rise in intelligence and achievement toward the 
close of his total development. He indicates that under the combined influ- 
ence of added maturation and experience, this individual who appeared 
quite slow and retarded in the early elementary years, eventually gradu- 
ated with honors from a leading university. Olson refers to these children 
as late maturers or "late bloomers." He encourages teachers to consider 
this example and to keep the door open for children who are traveling at 
a slower rate. He indicates that such children only take a longer period of 
time to travel the same road, but that it is vital for the schools to keep the 
road open. 

As a child matures and comes into contact with various educational ex- 
periences, his concept of self as an achiever is being formulated. The late- 
maturing child has a greater possibility of becoming discouraged. It is 
hard for him to anticipate or expect success in the academic world through 
the customary channels. As teachers plan educational experiences, they | 
need to keep in mind the effect of maturity factors on academic develop- 
ment and on the child's eventual concept of self as an achiever. This con- 
cept of education directs the establishment of educational plans which 
allow the child to experience success by moving at his own pace and places 
more emphasis on maturation than on mastery. Mastery would have only 
meaning in relationship to the child's specific rate and developmental level. 

Wrightstone, in a summary of the research on nonpromotion and per- 
sonality, indicates that nonpromotion reduces the child's self-respect and 
security, while increasing his feelings of inferiority.!* 


6. Specifically, contrast educational experiences that stress maturation in 
contrast to mastery. Which growth factors appear to be the significant 
ones for the teacher in an analysis of the learning process? 


There is increasing evidence of the importance of the early school years 
in achievement. In summarizing some of his research, Bloom states "The 
absolute scale of vocabulary development and the longitudinal studies of. 
educational achievement indicate that approximately 50% of general 
achievement at grade 12 (age 18) has been reached by the end of grade 3 


(age 9)."'5 
Bloom notes that this points to the great importance of the preschool | 


13 Olson, Child Development, p. 220. › 
14], W. Wrightstone, "Class Organization for Instruction," What Research Says to 
the Teacher, No. 13 (Washington, D.C.: National Education Association, May 1957). | 


15 B, Bloom, Stability and Change in Human Characteristics (New York: John Wiley | 
& Sons, Inc., 1964), p. 127. 7 
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period and the first few years of school in the development of general 
achievement and learning patterns. It also suggests the need for highly 
effective school environments in the primary grades, while questioning the 
value of educational remedial measures at a later stage. 

The interrelationship between achievement and development is obvious 
when the influences of one form of growth on another are studied. Cer- 
tainly, a large boy with good coordination has advantages in physical 
activities. By the same token, these physical skills may make him more 
acceptable socially with other boys. The poorly coordinated child has 
more occasion to be emotionally upset and disappointed with self. We 
could go on to show a host of interrelationships among the developmental 
factors, 

To summarize, the organismic approach requires that you do not teach 
so much as you provide opportunities for educational achievement. It pos- 
tulates a basic growth urge which is significant in academic achievement 
and the dependence of development upon both maturation and learning. 


INDIVIDUAL DIFFERENCES 


‘Each child is a unique human being, different in rate of growth and 
development. Each, therefore, differs in achievement. Probably the most 
important element that we need to deal with in all of education is the ele- 
ment of individual differences. They seem to be omnipresent but at the 
same time are frequently either misunderstood or ignored. 

The effective teacher accepts individual differences and learns to work 
with them effectively. He is aware that the classroom always presents chil- 
dren with great differences and that there is no way of homogenizing chil- 
dren so that individual differences are removed. J 

Each individual comes into the world with a unique inherited capacity; 
the various nurture forces have an influence upon his status, but it is al- 
ways affected primarily by the basic inherited capacity. While heredity 
produces the tendency, the becoming is generally dependent upon en- 
vironmental stimulation and opportunity. The teacher then can expect to 
find various levels of development for any behavior pattern. These vari- 
ances occur among individuals at a specific chronological age level and 
also within the individual. The typical child has many ages. He has a 
mental age, achievement ages, a “social-emotional age,” and various other 
developmental ages. Any curriculum designed for one of these “ages” 
alone falls short of ministering to the needs of the whole child. The graded 
system established in the American schools by about 1870 has produced a 
tendency to disregard in many ways the element of human variability. 


7, Discuss some of the “ages” it is significant for the teacher to know i 
planning the learning situation. : 
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Homogeneous grouping has rested on an assumption that traits are 
highly correlated within the individual, so that for example, a bright child 
is equally superior in all of his cognitive functions. The idea that intraindi- 
vidual trait differences are negligible is not supported by research data. 
Burt found variability in reading and arithmetic in students at a given 
grade level, sectioned in regard to general intelligence, to be about 80 per 
cent of the range found for all children in that grade.1* 

Frequently these dimensions in individual differences are considered 
intellectual or academic. A close inspection of the differences among chil- 
dren reveals that children differ in a large variety of variables—talent in 
creative writing, musical and dramatic abilities, etc. Certainly their ad- 
justment patterns are different. A look at another dimension shows great 
differences in speech, hearing, vision, and physical skills. Looking at physi- 
cal factors uncovers differences in height, weight, general health, vitality, 
and dentition, A look, for example, at typical ten-year-olds reveals con- 
siderable variability, some of them being more like “eight” and others like | 
"twelve." 1: 

There are also great differences in social adjustment, emotional reaction, 
utilization of defense mechanisms, and socioeconomic status. Children 1 
come to school with considerable variation in prior learning experience, 
family situation, and different peer relationships. As the teacher gets to 
know the child, he sees that each individual also possesses unique motives, 
goals, percepts of the world, and concepts of self. Any individual respon- 
sible for directing the learning process must recognize the great variety of 
significant individual differences which must be dealt with if the educa- 
tional process is to be effective. 


к ИШИНИ НЕЛЕ у ЖО go UN uu eI зе те, 121 Ы LATINE EMEN 


8. Take a specific class, and give a picture of the individual differences 
present. How would this affect the teaching and the learning situation? 


~ 
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THE ORIGIN OF INDIVIDUAL DIFFERENCES 


Various factors operate in the development of the unique individual. 
These factors work within the total developmental pattern and its boule 
aries in producing uniqueness. One factor is the rate of аби i$ 
Membership in a distinct family constellation which Ба іп poia : 
family atmosphere is also influential. Membership in speci = socia ро ps 
and subcultures has an effect on individual differences. уы ойо 
training utilized in the family has an effect upon individual differences. | 


The role that the child plays within his peer group, the way in which he is | 


16 Cyril Burt, “The Differentiation of Intellectual Ability," British Journal of Educa- | 


tional Psychology, 24 (1954), 76—90. 
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accepted, the method by which he searches for significance and status 
affect his development. The child's success and failure ratio has an effect 
upon the development of individual differences. 
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9. How does the child's success-failure ratio in his experiences affect the 
development of individual differences? 
Exc» ^ CCP MONS 


NORMS AND STANDARDS 


Since a child is frequently compared with standards, it is important to 
recognize how standards are derived. The mean, median, or mode of a 
given group becomes the standard. However, if you look around the typi- 
cal classroom and average the height, weight, or mental age of the chil- 
dren and divide by the total number present, you might find that very 
few, if any, children would fit this arbitrary standard. Frequently, some of 
the standards to which we hold the child have just as little meaning. The 
use of such standards, almost by the nature of the definition, relegates 
about half of the children to a position below average, if the average is 
considered to be the middle of the distribution. 

Research related to the normal curve indicates that many distributions 
with human beings tend not to be normal. Dr. B. Hughes, a University of 
Michigan child development research specialist, found in his studies that 
13 per cent of the group was the greatest number actually described by 
the norm.17 

DeLong, in his research, found a number of grades in which no children 
fit the description of the average. He also found that only 25 per cent of 
other groups fit the description of the average when the average was in- 
terpreted broadly enough to include a range eight times the standard 
error of measurement.!5 


EMEN FU, 0 A Эч ema, rap e СА e S Eur ur ЖАШ ДД, 
10. Secure some data relative to height, weight, or other scores on a group 

in a playground, social class, or classroom, and determine the mean, 

median, or modal score. How many children fit the standard? Secure 

the same data for your class; determine how many fit the mean, me- 

dian, or modal score. 1 
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It appears rather confusing to apply a concept which assumes a normal 
curve as being descriptive of classrooms with children. If the normal curve 


17B, Hughes, Address, Child Development Research Seminar, Walden Woods, Michi- 
gan, 1955. 

1$ Arthur DeLong, Paper to Michigan Academy of Science Arts and Letters Febru- 
ary 1955. d 
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were found, would it not be normal to find individuals both above and 
below the norm? This concept must be used most carefully, or you be- 
come trapped in an attempt to raise children to an elusive average. Some 
have suggested that each individual's pattern of development might be 
considered as a standard instead of the average of the group. 

Olson and Hughes reported as early as 1944 that intensive study of fifty- 
six individual growth curves in reading did not enable them to find a 
single growth curve that would fit the description of the average value or 
norm.!® They found that growth is a highly individualized matter and 
concluded that children differ in rate, level of growth, and pattern. The 
implication is that teachers must follow the readiness, seeking, and self- 
selection of the child. Olson and Hughes felt that the child would reject 
experiences for which he was not ready, implying the need for a broad 
curriculum and the child's participation in planning in order to maximize 
development. They recommended development of the concept of pacing 
in which the teacher insures an environment adequate to the needs of all 
children and adjusts the expectancies for each child according to the level 
and pattern of growth that he demonstrates. Since growth is so highly in- 
dividualized, then, there would be no common expectancies for achieve- 
ment. 


ТЕ ЛР um LL CUAL te Sgt. БЫР ОРОГ 90 RA ee 


11. Utilize the concepts of seeking behavior and pacing to show how they 
might be applied at a specific level in a school with a specific subject. 


IDENTIFYING INDIVIDUAL DIFFERENCES 


Readiness has been established as a significant concept. Therefore, the 
school must be organized carefully to identify individual differences and 
to determine when the child is ready. There is evidence that when the 
child is not ready, his ability to resist teaching and learning experiences is 
remarkable. When he is ready, he is interested, willing to spend time, ask 
questions, take suggestions, even ask for more. It is essential that teachers 
become more proficient at both thorough child study and the identifica- 
tion of individual differences. The teacher needs to have a detailed under- 
standing of the child’s capacity to function in the educational program. 


12, Secure several evaluations of readiness such as the Metropolitan Read- 
iness Test, the Brenner-Gestalt, and the School Readiness Test of the 
Gesell Institute. What is their rationale for readiness? How would you 


assess readiness in other areas? | 


19 W. Olson and B. Hughes, “Concepts of Growth: Their Significance for Teachers," 
Childhood Education, 21 (1944), 53-63. 
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Prescott has suggested the need to know about factors in at least six 
areas—physical, love, social and cultural, peer, self-developmental, and 
self-adjustive—to determine the child's development and readiness. 

In a comprehensive child study each teacher should collect information 
about the family atmosphere, the child's home, and the values in that 
home. He should have a clear picture of the family constellation; what is 
the child's ordinal position among the siblingship, and how does he view 
his place? It would be advisable to have available a developmental analy- 
sis which graphically shows the child's growth and the interrelationships 
between the varied developmental growths. 

A thorough child study would include a picture of the child's social de- 

` velopment. Sociometric devices could determine his place in the group, 
the way in which he is accepted, and ways in which he may not be ac- 
ceptable to the group. 

A child-study-centered school should be able to determine which de- 
velopmental tasks the child has achieved and which he is still working at. 
The child study would clearly state the child’s interests and aid in under- 
standing his self concept, the nature and reasons for his psychological 
movement, his goals and percepts, and his most significant motivations. 
To determine these factors the teacher would need to keep adequate 
anecdotal records, including a record of the child’s assets as well as his 
liabilities. 

The teacher must be able to identify various intellectual traits. Does the 
child learn rapidly and easily? Does he use common sense? Can he see 
relationships? Does he reason? Is he aware of many things children at his 
age are not aware of? How is his vocabulary? Does he do things that indi- 
cate creativity? Are his reading capacity and interest in books above the 
general level of his class? What types of questions does he ask? In what 
ways does he demonstrate originality? Is he highly observant? Does he 
express himself clearly? Can he work in science and arithmetic beyond the 
level of his class? Is he willing to spend his time in experimentation in go- 
ing into things which the ordinary student would not be challenged by? 
Does he have a cause-and-effect approach to learning? Is he interested in 
the reason for things? How much time will he spend on projects of his 
own? Is he able to develop stories from the beginning, to build up to an 
interesting conclusion, to give new twists and to show that he can organize 
his ideas? Does he choose descriptive words? 5 

The teacher who can assess factors like these is moving beyond basing 
assignments on grade levels and specific subject matter. He is trying to 
assess specifically in what ways a child is different in his learning situation 
from other children. He notices the child's assets and liabilities. If the 
teacher is developmentally oriented, he is more concerned with growth 
than with comparisons. The teacher who looks closely finds some children 
who do not think effectively in the abstract area, who are unable to carry 
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through directions, who do not understand complex game rules or direc- 
tions, who cannot work independently, or who may be confused. The 
teacher should investigate what physical, organic factors which affect 
learning may affect exceptional children. 


SS LL——  —— ___ дш 


13. An effective project at this point would include making some detailed 


child studies. If this activity is not possible for practical reasons, study 
some cases presented by the instructor. The text, The Elementary 
School Child: A Book of Cases by C. Millard and J. Rothney (New 
York: Holt, Rinehart & Winston, Inc., 1957), or In Pursuit of Self- 
Esteem: Case Studies of Eight Elementary School Children by P. 
Sears and V. Sherman (Belmont, Calif.: Wadsworth Publishing Com- 
pany, 1964), are other sources of child-study cases. Discuss the factors 
which seem to be most significant in a specific case. 


= R a OR 


THE RANGE OF INDIVIDUAL DIFFERENCES AS RELATED TO 
EDUCATIONAL ACHIEVEMENT 


The range of individual differences is not likely to be reduced by the 
learning experiences typically provided for children in a system of mass 
education. No plan for grouping or any other administrative device can 
wipe out the range of differences, It is regularly noted that grouping plans 
only provide another method of looking at the range. Children at the vari- 
ous grade levels cannot be thought of as identical units; the range is a fact 
that must be considered, regardless of grouping. 

Cook has pointed out that when a random group of six-year-olds enter 
first grade, 2 per cent will be below the average of four-year-olds in gen- 
eral mental ability and 2 per cent will be above the average of eight-year- 
olds. Disregarding the extremes at either end, a four-year range in general 
intelligence remains at the first-grade level. By the time this group reaches 
the age of twelve, sixth-grade level, the range has increased in just this 
one factor to almost eight years.?? This gives some idea of the basic dif- 
ferences in mental ability found in a typical classroom. 

E. Cornell did an interesting study which gives an insight into the range 
of achievement.?! She found that a fair appraisal of several investigations 
placed the number of pupils who, in various school subjects, equal or ex- 
ceed the modal achievements of the next grade above at almost one-third 
of the group. The percentage that falls at or below the modal achieve- 


20 W. Cook, “Individual Differences and Curriculum Practise,” Journal of Educational 
Psychology, 39 (1948), 141. 

E. Cornell, The Variability of Children of Different Ages and Its Relation to School 
Classification and Grouping, Educational Research Studies, No. 1 (Albany, N.Y.: 
University State of New York, 1937) 
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ment of the next grade is only slightly less. Cornell's research showed that 
about 10 per cent deviate from the mode by as much as two full grades 
above or two full grades below. Among seven-year-old pupils, Cornell 
found the grade range in achievement to be from grade one to grade six. 
Her ten-year-old pupils range from a standard second grade to a standard 
ninth grade in achievement, with the middle 80 per cent spreading over 
three full grades. Cornell's study showed clearly the tremendous amount 
of grade overlapping in public school classrooms and the continual in- 
crease in this spread from grade to grade as children progress through the 
elementary school. 
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14. Secure data which illustrate the range of differences in a room, school, 


ог district. 


It becomes increasingly apparent that while the existence of significant 
differences in individual rates of learning is a firmly established psycho- 
logical principle, it is also unaccepted in terms of daily classroom practice. 
Suppes conducted an intensive accelerated mathematics program with a 
group of gifted first graders.^ He found a tremendous range in rate of 
learning so that at the end of the first four weeks the fastest child covered 
half again as much material as the slowest. This was in a group where all 
were preselected as gifted. His data from several studies indicate that the 
greatest improvement in actual subject-matter learning comes primarily 
from accommodation to individual differences. 

Knowledge of these facts should increase awareness of the need to con- 
sider new methods and approaches in organization, administration, and 
curriculum. Some promising recent developments have occurred in devel- 
opment of nongraded schools and in the individualization of instruction. 


SEX AND MATURITY DIFFERENCES IN ACHIEVEMENT 


Research in the elementary school generally points to fairly consistent 
differences between boys and girls. On the average, girls perform better 
than boys in reading comprehension, vocabulary, and language skills, 
while boys tend to do better in arithmetic.?? 

Clark studied 69,354 pupils from 341 school systems in 48 states, using 
the California Mental Maturity Test and the California Achievement Test 
as a basis for determining ability and achievement.?* He did not find dif- 


22 Р, Suppes, “Modern Learning Theory and the Elementary School Curriculum,” 
American Educational Research Journal, Vol. 1, No. 2 (March 1964). 

23 Cornell, Variability of Children. 

24 үү. Clark, “Boys and Girls—Are There Significant Ability and Achievement Differ- 
ences?” Phi Delta Kappan (November 1959), p. 73-76. 
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ferences in general intelligence between'the sexes. In the area of language 
usage and spelling, the girls had a higher rate of achievement. The achieve- 
ment of boys and girls in arithmetic and reading was the same. 

It should be noted that while these differences can be shown between 
the averages, there is also a large amount of overlap between the sexes on 
any set of measurements at a given time. If the varied developmental rates 
are considered, it may well be that many of these differences are not so 
much sex differences as they are maturity differences. In practice, what 
happens is that schools often tend to retain boys in grades more often than 
girls, so that on the average a boy takes more time to complete eight 
grades of elementary school than girls. Many have speculated that pos- 
sibly this difference is due to the fact that more boys than girls are im- 
mature when they enter kindergarten and first grade. 

The school must recognize the real meaning of sex differences and 
adopt some methods of adjustment to individual growth patterns. At pres- 
ent, boys are generally penalized because of maturity differences. We 
might speculate that this could even have a long-range effect on their total 
development and attitude toward school. 

Meyer and Thompson found a significant difference between boys and 
girls in classroom interaction with the teacher.2° Boys receive more blame 
and disapproval from teachers. Due to basic biological and cultural differ- 
ences, boys are more active and less conforming in the classroom. Teacher 
attempts to socialize or force male students to conform to classroom stand- 
ards by means of dominating behavior, generate more aggression, with- 
drawal, nervousness, and loss of self-confidence. 

Inez B. King did a longitudinal study of the children who entered first 
grade in the elementary schools of Oak Ridge, Tennessee, in 1940, and 
followed through until completion of sixth grade in 1946. The group was 
divided into two sections. The older group, upon entrance into first grade, 
had a mean age of six years and seven months, including a range from six 
years and five months to six years and eight months, with an intelligence 
quotient of 100.8. The younger group at the beginning of first grade had 
a mean age of five years and ten months including a range from five years 
and eight months to five years and eleven months. The mean intelligence 
quotient of the group was 102.04. At the completion of sixth grade, the 
group was given the Stanford Achievement Test. The younger group 
ranged from 9.6 to 3.8, with a group mean of 6.2. The older group ranged 
from 11.3 to 5.4 with a group mean of 7.68. During these six years the 
older group had only one retention, and the younger group had ten. The 
results of the study indicate that the slightly higher intelligence quotient 


25 W, Meyer and С. Thompson, “Teacher Interactions with Boys as Contrasted with 
Girls,” in Psychological Studies of Human Development, eds. R. Kuhlen and G. 
Thompson. (New York: Appleton-Century-Crofts, 1963), p. 510. 


DEVELOPMENT AND EDUCATIONAL ACHIEVEMENT 


of the younger group was not sufficient to offset the disadvantage of early 
entry into first grade.?* 


15. Observe a first- or second-grade class in a typical school. Are there 


any indications that either sex is more successful? 


SIBLING AND FAMILY" RESEMBLANCES 


Research points to family resemblances in the ability to achieve in 
school. Olson states: "These resemblances appear early, are ubiquitous in 
every comparison, and give more predictive power than can commonly 
be found by differences among teachers, curriculum experiences, or de- 
tails of methods."?* : 

Sarah M. Schoonover made an investigation of resemblances in mental 
and educational ages of siblings. She found that resemblances in intelli- 
gence were somewhat greater than they were in achievement.?* 


THE ROLE OF THE TEACHER 


The teacher who approaches the learning situation from a developmen- 
tal point of view is concerned about fulfilling the fundamental needs of 
the child in order to assist his maximal development within society. To do 
this, the teacher must understand his particular needs and unique growth 
pattern. Assembly-line techniques have been successful in industry, but 
they lead to difficulties when applied to the classroom. Mass education 
which loses sight of the individual and his development is not effective in 
producing either academic growth or total development. In education, 
the goal is not to turn out a uniform product, but to accept the child as he 
is and bring him to the maximum level which can be expected for him. 
The teacher should be interested not only in how much the child learns, 
but in what attitudes are being formed toward the school, learning, and 
society. 

One of the most exciting challenges that any teacher can face is that of 
understanding well each individual student in the classroom. As he comes 
to know their ability level, the curriculum for the individual can be formu- 
lated. The well-trained teacher always has some understanding of each 
individual's interests, purposes, assets, liabilities, and methods of seeking 


26], King, "Effect of Age Entrance into Grade | Upon Achievement in Elementary 
School," Elementary School Journal, 55 (February 1955), 331-36. ў 
27 Olson, Child Development, р. 154. 

28 S, Schoonover, “A Longitudinal Study of Sibling Resemblances in Intelligence and 
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significance. Because the teacher is also the director of a group-learning 
experience, he must understand the way in which each child fits into the 
group and determine how the child seeks to belong. 

It is basic to effective learning that the teacher understand the general 
range of capacities in the classroom and the range of learning experiences 
that are necessary if children of the same age are to achieve effectively in 
a specific field. Not all children learn in the same way, which requires 
adapting methodology to the individual differences. of the classroom. 

When the teacher truly individualizes his approach, it provides the 
opportunity to emphasize success instead of failure. Resultant encourage- 
ment should produce more sustained motivation. This approach necessi- 
tates taking a continuous inventory of the child's growth status and altering 
instructional techniques accordingly. One of the most urgent needs in 
education is the provision of time for teachers to learn about each indi- 
vidual child and assist in the development of fitting educational plans. 
This implies some teacher-pupil planning and mutual selection of goals 
from an early age. The educational task proceeds best when there is a 
mutual alignment of goals in contrast to a set of teacher-determined as- 
signments and expectations. 

The teacher might best assist achievement by recognizing the impor- 
tance of some of the following tactics: (1) attempt to meet the child's 
specific needs and specific interests; (2) encourage the child to achieve at 
his maturity level and not in terms of group standards or norms; (3) assist 
the child to use new concepts and skills on a continual basis; (4) utilize 
the ego involvement of the individual to motivate and avoid threats and 
comparison. 

The teacher with a developmental approach serves as a guide more 
than as an authoritarian. He is a student of children and a director of 
group dynamics, always ready to utilize either the individual or the group 
in making educational plans. 

Ап emotionally healthy atmosphere in school is a positive factor influ- 
encing achievement. Spaulding gathered data from ten elementary schools 
in a California suburb, involving children in fourth through sixth grade.?? 
He concluded that there was a significant positive correlation between 
height of self concept and the degree to which teachers were calm and 
acceptant in an atmosphere where there was a socially integrated learner- 
centered group. There was a negative correlation of height of self concept 
when the teacher was dominative and threatening. Achievement gains 
were positively correlated with the consistency, routine, and orderliness of 
the classroom teacher's behavior. 


29 R, Spaulding, "Achievement, Creativity, and Self-Concept Correlates of Teacher- 
Pupil Transactions in Elementary Schools," in Readings in Child Behavior and De- 
velopment, 2nd ed., ed. C. Stendler (New York: Harcourt, Brace & World, Inc., 
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When the teacher understands that the children in the classroom com- 
prise a unique set of growth designs, his primary task is to understand the 
designs and to attempt to harmonize instruction with the design in con- 
trast to teaching some mythical average. He becomes concerned about 
determining the pattern of individual development physically, psycho- 
logically, and academically..He recognizes that at first he may not under- 
stand the pattern of all children, but through continual child study he can 
eventually develop competency in child study and growth techniques to 
assist in accounting for the major share of individual patterns that must 
be dealt with in the typical classroom. 

A study by Ojemann and Wilkinson indicated that when the teacher 
developed insight into the personalities of the children in the classroom, 
he became a more effective guide for learning and personality develop- 
тепё,80 

The teacher must recognize the variety of roles played in the course of 
contacts with children?! The teacher is primarily involved as a director of 
the learning process. Each student and the significant factors affecting 
readiness for learning must be understood. This involves responsibilities 
in evaluation of pupil progress and assisting students in developing self- 
evaluation. Teachers also serve as specialists in content areas, providing 
contact with the world of knowledge. Classes are groups, and hence the 
teacher is а group leader who must understand group dynamics. 


CURRICULUM EXPERIENCES FOR GROWTH 


The teacher must come with a diversity of expectations and anticipate 
a diversity of responses. His attitude about the management of individual 
differences is perhaps the most significant factor related to success in 
handling the differences. If he expects and accepts differences, he has a 
head start toward their management. This is in contrast to the complaint 
so frequently heard that Johnny and Jimmy do not learn the same way, or 
do not finish their lesson at the same time, or complete the same amount 
of homework. 

This view of curriculum indicates that each child needs some experi- 
ences in which he can develop his talents to the optimum and in which he 
can experience some planned daily success in tasks he is interested in and 
considers worthwhile. This view holds that it is not necessary to plan for 
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failure. Children have enough failure experiences without having the 
school construct them. Through the fixed curriculum, a number of chil- 
dren regularly experience failure situations which might be avoided. It is 
important for each child to be able to work and play with children who 
accept one another, to have opportunities to make constructive, creative 
contributions to a group project. 

The teacher works on finding the assets of each child and encourages 
his total development. Aware that growth curves in academic and physical 
areas bear a resemblance to each other, the teacher is concerned about the 
total organism in the classroom. He attempts to learn as much as he can 
about developmental patterns in order to understand each child's specific 
maturity and readiness. Children are dealt with in terms of the interrela- 
tionship of their growth forces. 

The modern curriculum always considers individual differences and the 
developmental tasks a specific child should be attempting. Only when the 
methods of teaching and the content are related to the needs of the spe- 
cific organism and its maturity can the tasks the individual undertakes 
result in permanent growth. Other attempts to teach may result in rote 
learning and memorization, but do not necessarily produce permanent 
changes in behavior. 


16. What are some criteria by which we could distinguish between per- 
anent growth and memorization? 


MERLO - — 1 l1] D ——Q 


The curriculum planner faces a set of children with infinite variability. 
No two children are exactly alike in their various "ages," interests, abili- 
ties, experiential and cultural background, and social and emotional devel- 
opment. The concept of the normal or average child must give way to a 
new realization that each child is normal for himself, if he follows his 
own unique pattern of development. Trait variability within the indi- 
vidual has been discovered to be 80 per cent as great as individual varia- 
bility within an age group.? Some individuals are twice as variable as 
others. For example, a child with a high IQ might be one of the best or 
one of the poorest readers in a group. This child might, however, be very 

roficient in arithmetic and uncoordinated in physical education. Study- 
ing the child's mental ability reveals that even intelligence is composed of 
varying factors, some abstract, some verbal, some dealing with number 
facility, others with word fluency, etc. Thus, teachers are increasingly be- 
coming aware of the various ways in which a child grows and the various 
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kinds of ability within each child; they know it is their task to understand 
well these abilities in any curriculum planning. 

Past attempts to improve the curriculum have been made through dif- 
ferent plans of grouping. Since schools must group students on some basis, 
it has been assumed that grouping is a direct answer to individual differ- 
ences. Grouping is not a solution to educational problems. Children may 
perform at the same general level on an achievement test but vary widely 
in all of the component abilities that make up the general score.33 Some 
group homogeneity can be achieved on some interrelated variables, but 
considerable heterogeneity on other variables remains due to intraindi- 
vidual variability. 

However, the group setting appears to furnish a motivational influence. 
Banghart found significant differences in anxiety and problem-solving effi- 
ciency between cooperative and uncooperative groups when solving diffi- 
cult problems, but not when solving easy problems.* 

Barnlund found that group decisions based on cooperative deliberation 
were superior to decisions made in individual settings.?* He believed there 
was increased effort and greater task orientation in the group setting. 

However, grouping only lays the groundwork to enable one to work 
more effectively with individual differences. Individualization eventually 
becomes the key to effective learning. The individualization of instruction 
is based on a philosophy which produces a method. The crucial factor is 
the attention given to individual learning problems. The teacher who in- 
dividualizes the curriculum believes that successful instruction must be 
paced to the individual pattern. This teacher recognizes that it is the 
total growth pattern of the child, not any specific factor which makes the 
child ready for learning. 

Manning evaluated a program designed to serve individual needs.39 He 
analyzed experimental and control groups in social studies, literature, and 
science in terms of relative achievement. The effects of individualization 
varies with pupils and subject-matter areas. The experimental group of 
sixth-grade pupils in science and literature with IQs of 120 and above 
made significant improvement; fifth-grade pupils in social studies of the 
same ability level made less progress than the control pupils. 

Attempts have been made to do research in relation to varied individu- 
alization techniques. Marian Jenkins reports on self-selection in reading 


33 F, Tyler, “Intraindividual Variability” in Individualizing Instruction, National So- 
ciety for the Study of Education, 61st Yearbook, Part I, Chapter 10 (Chicago: Uni- 
versity of Chicago Press, 1962). 
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with second-grade children.?* In this study a total of eight classes were 
studied, with four utilized as controls. The control classes studied reading 
on the basis of a conventional basic reader and ability groupings. The 
experimental group of four classes utilized self-selection and individual- 
ized teaching. The 160 boys and girls in the classes were matched by men- 
tal age and socioeconomic background. The teachers were also matched 
in terms of educational training and experience. At the end of a full year 
of the experiment, the control group averaged 1.1 years of gain in total 
reading. The experimental group made a more impressive gain averaging 
1.4 years in total reading. Forty-six per cent of the children in the experi- 
mental group scored gains of more than 1.6 years while only 25 per cent 
of the control group made this much gain. In comprehension of material 
read 59 per cent of the experimental group children gained more than 
two years in comprehension, while only 24 per cent of the control group 
made a similar gain. Even in vocabulary, the experimental group averaged 
almost a one-year gain over the control group. 

One of the most carefully done research studies on individualization is 
reported by Jones, who sought to find out whether children would make 
greater progress in learning the common elementary skills when they were 
taught at their own level of achievement rather than when they were 
taught by the usual mass education procedures.? Her study involved 2928 
students in grade four. The students were placed in experimental and con- 
trol groups. Both groups had the typical range of ability found in the typi- 
cal classroom. In: the experimental group, materials were used which 
ranged in difficulty from grades two to six, and the children were given 
materials and assignments appropriate to their achievement level. In the 
control group, instruction proceeded on the assumption that all students in 
the classes were ready for fourth-grade work—a common fallacy; all mem- 
bers of the class studied the same book, and common assignments were 
given. Some supplementary work was done but it was only incidental to 
the coverage of the regular texts. Measurement consisted of an achieve- 
ment test in September and again in May. Jones reports consistent ad- 
vantages to the experimental group. On the average, the experimental 
group showed development 2.5 months ahead of the control group. Indi- 
vidualization appeared to be more beneficial for students who were slow 
or just average than for the superior. This evidence contradicts the com- 
mon belief that only the very superior or very slow need individual atten- 
tion. Evidence from this study, because of the size of the sample and the 
experimental situation, should be given serious consideration when the 
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value of individualized instruction is weighed. This study was made in a 
public school system under typical public school conditions. 

There are examples of attempts to study individual differences in areas 
other than reading. Weaver suggests that there are levels of learning, 
while the highest level may be the abstract, other levels below it can be 
dealt with effectively by graphic or concrete representations? He sug- 
gests ways in which mathematical concepts may be dealt with by students 
at any level. In his plan, a given concept might be considered by an entire 
class, but students would work with it at different conceptual levels. 

Ап encouraging factor on the educational scene is the continual devel- 
opment of materials which facilitate individual instruction. These ma- 
terials are found in almost all fields of instruction. The interested teacher 
might consider some of the materials produced by Science Research As- 
sociates in the areas of reading, spelling, and arithmetic. Other publishers, 
such as the California Test Bureau, are also engaged in the production of 
materials for individualization. Other sources of material for the individu- 
alization of instruction can be found by encouraging wide use of the 
public school or library. 

Olson has suggested that self-selection procedures in themselves when 
used systematically, are the most effective method for individualization. 
The provision of a wide variety of materials at varying levels of difficulty 
is basic to individualizing the instructional approach. 

Children enter school with a wide range of abilities, and their achieve- 
ment range continues to spread throughout the course of their elementa 
School experience. Good teaching does not reduce the range of individual 
differences, which really result in part from factors over which the teacher 
has no control. The differences develop because the children have differ- 
ent capacities, learning experiences, and interpretations of their experi- 
ences, The prime mistake in education comes when children in а grade are 
thought of as identical units. A uniform curriculum experience cannot and 
should not be provided for every child at a given age level. The concept 
of early and late maturation in regard to the reaching of maximum devel- 
opment before or after an average time, leads to a recognition of just one 
factor which may encourage individualization. 

The concept of homogeneous groups of pupils receiving uniform in- 
struction by mass educational techniques from a uniform textbook dies 
hard. Many fallacious assumptions support this approach. Some people 
believe that grade levels signify definite stages of educational achieve- 
ment and that all pupils in a grade should be capable of coping success- 
fully with the work outlined for that grade. They would suggest that 
pupils not be promoted to a grade until they are able to do the work set 
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up for that grade. These people even suggest that when relative ho- 
mogeneity of a class does not prevail, it is a result of poor teaching or lax 
standards. 

Some basic denial of trait variability both within the individual and 
within the group is expressed in this viewpoint. Under the most favorable 
circumstances, that is, when pupils are grouped on the basis of achieve- 
ment test batteries heavily weighted in favor of reading and arithmetic, 
the reduction of reading and arithmetic variability is only about 20 per 
cent. Actually, the more effective the instruction, the more individual 
differences are provided for, and the more heterogeneous the instructional 
group becomes. Hence, the central problem remains—how best to meet 
the needs of individuals in groups of widely varying ability. 


PERSONALITY FACTORS AND EDUCATIONAL ACHIEVEMENT 


It is important to recognize the significance of the psychological struc- 
ture of the child in relationship to achievement. Material in the preceding 
chapters relating to learning, social development, the self concept, intel- 
ligence, motivation, emotion, and personality have all treated aspects of 
the child's ability to achieve. Here we shall try to pull together and sum- 
marize the most significant factors. 


Level of Aspiration 


Successful pupils tend to hold aspirations close to their previous per- 
formance. Worell found that the more nearly students thought their work 
was up to their capacity, and the more their standing approached what 
they considered satisfactory, the higher their actual grades tended to be.*° 

Rosenfeld and Zander found that disapproval of inadequate perform- 
ance had no effect on aspiration level, while disapproval of a performance 
the student felt was up to his capacity had negative effects on aspiration 
setting.*? They found that indiscriminate reward reduced acceptance of a 
teacher's influence, while reward for adequate performance increased 
acceptance of the teacher's influence. In research studies it has been 
shown that when success and failure are manipulated, failure groups gen- 
erally are unstable, at times setting unreasonably high goals and at other 
times goals below what they have already achieved. The success group 
usually set consistent goals slightly above their previous performance.*? 


40 L. Worell, "Level of Aspiration and Academic Success," Journal of Educational 
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Anxiety 


S. Sarason, in extensive research with elementary school children, found 
that some aspects of school studies favor the high-anxiety groups, while 
others favor the low-anxiety groups.*? When students must decide quickly, 
the low-anxiety child has an advantage. In situations free of time pressure 
and where useful, cautious work is of value, the high-anxiety pupil has 
the advantage. Failure or the expectation of failure handicaps the test 
performance of children who test high in anxiety. 

Reed reviewed the research on anxiety and concluded that both severe 
and very low levels of anxiety tend to reduce learning, while mild anxiety 
may function іп a positive manner for some kinds of learning.** 

I. Sarason reported that reassuring instructions facilitated the perform- 
ance of high-anxious subjects and impaired the performance of low-anx- 
ious subjects on complex learning.*5 


Need for Achievement 


McClelland and his associates found that their measure of need for 
achievement had a positive relationship to achievement under many, 
though not all, conditions.*° They reported correlations as high as .50 be- 
tween scores on the n achievement measure, and both grades and achieve- 
ment test scores. It was also found that need for achievement is highly 
subject to situational influences, and is influenced by the interrelationship 
between varied motives. 

Uhlinger and Stephens found some support for the hypothesis that high 
achievers have a greater need to achieve than low achievers.*? 

French and Thomas found that subjects with high need to achieve 
were more likely to reach a solution in a problem-solving task than were 
subjects with a low need to achieve.48 

Roth investigated the effect of self attitudes on proficiency in school.? 
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He found that when demands for reading.improvement are taken as a 
personal threat, the individual tends to defend and maintain his self con- 
cept. His nonimprovement groups were more defensive on measures of 
self than improvement groups. 

While complete personality patterns cannot be broken up into anxiety, 
need for achievement, self attitudes, and level of aspiration, this division 
is a practical approach for research. The characteristics studied are subject 
to change and form part of a total style of life. 


ORGANIZATION AND ADMINISTRATION POLICIES 


Along with the teacher and the curriculum, the administrative policies 
of the school are crucial in facilitating a growth and development ap- 
proach. These policies should make it possible for the teacher to know 
the student well enough to meet his needs. This necessitates requiring the 
teacher to engage in child study and providing time for him to do so. 

The administrator must also provide instructional materials with a 
range of difficulty and interest appeal commensurate with the needs of 
the instructional group. Individualized instruction implies that the size of 
the class must remain within reason. No evidence has yet been produced 
about the most desirable size of class for individualization, but it is ap- 
parent that extremely large classes make the process difficult. This pro- 
gram necessitates a systematic testing that reveals growth as well as status. 
The permanent record folder and the cumulative record plan should chart 
the growth of each individual. The program also requires flexible group- 
ing within class and the provision of a wealth of instructional materials. 


IMPLICATIONS 


1. Organismic theory directs us to look at maturational forces as well as 
environmental forces in academic development. Well-designed develop- 
mental records which portray the developmental status of each child 
should be kept. 

2. The organization of the schools and the curriculum should reflect the 
developmental needs and developmental tasks of the child. 

3. Early maturers and late maturers require different educational plan- 
ning—they are not unfolding their design at the same rate or with the 
same timing. 

4. There are appropriate times to introduce certain educational tasks; 
these times are often individualized and relate to specific maturities, 

5. Focus should be placed more on the child’s amount of growth and 
incremental change than on his status. 

6. Forcing and pressure tend to have a detrimental influence on the 


learning process and academic growth. 
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7. Intensive child study by the teacher is crucial to individualization. 

8. There is research evidence available that indicates rise in achieve- 
ment is part of the total relationship between organism and environment. 
These relationships should be researched adequately to make more effec- 
tive individual predictions. 

9. Maturity factors have an influence on the concept of self as an 
achiever. 

10. The typical child has many "ages," and the curriculum must take 
these into account. 

1l. Homogeneous groups operate on a fallacy that traits are highly 
correlated within the individual. Great intraindividual variability suggests 
homogeneous grouping is an impossibility and ineffective, 

12. The utilization of averages as standards for children may provide a 
most inaccurate measuring stick for evaluation of individual growth. 

13. Children at grade levels are not identical units, a range of abilities 
is always present, and it is mandatory to understand and deal with this 
range. Grouping is not a solution to educational problems. 

14. Variability in the classroom is not only interindividual but intra- 
individual. In understanding this the complexities of any large-scale ho- 
mogeneous grouping becomes apparent. 

15. Basic biological and cultural differences which find boys less con- 
forming in the classroom should be recognized by teachers. The use of 
dominative behavior by teachers is strongly advised against. Both sexes 
function more effectively and feel more adequate when there is less domi- 
nation and the group is learner-centered. 

16. It is important that students be enabled to work up to their capacity 
and experience success; this serves as a positive influence on their level of 
aspiration and actual accomplishment. Teachers must become more aware 
of the negative effects of disapproving performances that students feel are 
up to their capacity. 

17. Awareness of the effects of anxiety level on learning should assist 
the teacher to structure the learning situation so as to generally reduce 
anxiety. 

18. Nonpromotion reduces the child's self-respect and security and in- 
creases feelings of inferiority, usually resulting in reduced academic 
achievement. Schools need to implement the nongraded concept which 
implies proceeding in terms of the individual rate of development. 

19. Bloom's research indicated that approximately 50 per cent of gen- 
eral achievement at grade 12 has been reached by the end of grade 3. 
Preschool and primary school experiences take on added significance and 
require careful planning. The school should make available its best re- 
sources in teachers, facilities, guidance, and other services at this point in 
the educational experience. 

20. The individual range in rate of learning within all possible group- 
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ings is a significant factor in planning the education of children. Ассот- 
modation to these specific differences in rates of learning must occur in 
daily classroom practices. 

21. There is evidence that an emotionally healthy atmosphere in the 
school not only affects personality development, but appears to be a posi- 
tive factor influencing achievement. Even the teacher whose goal appears 
to be primarily gain in academic achievement should recognize that this 
can be accomplished more readily through the socially integrated learner- 
centered group. 
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S EIE CHED 
IN THE FAMILY 
Albert, age nine, always seems to forget, according to Mother. 
On rainy days he goes off to school without his galoshes; on 
cold days his scarf is left at home; he frequently forgets his 
homework. Mother is always very concerned and runs after 
Albert to remind him. If he is out of hailing distance by the 
time she discovers his “memory lapse,” she hurries to school to 
supply the missing item. Despite her continual reminders, 
scoldings, and assorted punishments, the situation does not im- 
prove. 
The Smiths moved to a new house so that Billy, age eleven, 
could have his own room, separate from the younger sisters. 
| Unfortunately, but as one might suspect, Billy moved his old 
habits to the new setting. The bed remains unmade, toys are 
on the floor and not in the storage boxes provided, and cloth- 
ing is assigned randomly to all areas but the clothes closet or 
clothes hamper. Mother's many appeals to pride or love for 
her result only in occasional slight improvement, and then a 
reversal to well-established habits. 

The brief behavioral incidents described are not atypical of 
family life. For those in regular contact with children in the 
home, they are probably an all too painful reminder of the in- 
capacity of parents to get children to assume responsibility and 
to carry out simple tasks of daily living. 

о РЕР I P. CET RU EPOD POPE Ira у Үсү ene ЭКЕ 
1. Is the situation of Albert and Billy just part of growing up? 

Is it a stage of development all children experience? If it is 

a stage, when does the stage end? What would you advise 

the parents to do to change this behavior and these con- 

tinual irritants to pleasant living within the family? Make 

specific suggestions for dealing with Albert and Billy. 
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THE ROLE OF THE FAMILY IN THE CHILD'S 
DEVELOPMENT 


Psychologists, educators, and sociologists all agree that the 
family is the most significant single influence on the develop- 


ment of the child. The family is the major environmental influence and 
remains throughout life the most pervasive of all influences. It is in the 
family that the child either learns to trust people or to be fearful and un- 
certain of others. 

The child can learn that Mother cares, responds to his call, and provides 
him with good food and protection from the elements. Some children, un- 
fortunately, learn that Mother is inconsistent, unpredictable, and not al- 
ways to be trusted. This can have a serious influence on their develop- 
ment. 

It is in the home that the child first experiences the meaning of love. It is 
here that he comes to experience the give-and-take of family life. Does he 
know how to get along with his siblings? The child who cannot get along 
with his siblings may eventually have difficulty in getting along with other 
peers. One of the advantages of family life is the opportunity to learn the 
responsibilities of caring for others. In the family the child has the oppor- 
tunity to take on responsibilities. 

The family has a most significant role to play in the development of per- 
sonality. The customs and beliefs of our society are first handed down 
within the family. Here, the child first observes and then internalizes the 
values of the parents. Social, political, and religious beliefs and customs 
are transmitted via the family. 

Witmer and Kotinsky point out clearly the significance of the family in 


personality.! 


It is in and through the family that the main components of a child's 
personality develop. The struggle between feelings of trust and mis- 
trust is first worked out in relation to the parents, and it is by family 
members that the autonomy and initiative characteristic of our so- 
ciety are encouraged or denied. The family members play an impor- 
tant part in relation to later personality components also. 


It is in the family that the child first struggles with developing a feeling 
of adequacy. It is here that he is put to the test to show what he can pro- 
duce or achieve. The family gives him his first objects for identification, 
and provides the situation for the eventual development of an ego identity. 
Kagan indicates that the significant motive for the identification process is 
the desire to possess desirable characteristics of the inodel? The child 
wishes to possess adult qualities such as power, competence, strength, and 
receipt of affection. The integrity displayed in family relationships also is a 
model for the child in developing his own sense of integrity. The family 
usually teaches well what is punished and what is encouraged, what is 


1H, Witmer and В. Kotinsky, Personality in the Making (New York: Harper & Row, 


Publishers, 1952), p. 174. 
2]. Kagan, P е of Identification," Psychological Review, 65 (September 


1958), 296—305. 
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valued and what is ignored; and regardless of what parents say, the child 
is quite astute in observing what is actually adhered to. 


2. What are some values the family teaches? Describe specific examples 
of incidental instruction which occurs in the family setting. 


The family sets the stage for the development of many important per- 
sonality characteristics, providing experiences both within and outside of 
the home. 

The parents serve as the first socializing agents. Within the family at- 
mosphere and the family constellation the child learns what he is and 
what it is that his parents and siblings expect of him. 

The way in which learning proceeds and the large amount of time that 
the child spends in the preschool years with his family testify to the im- 
portant role of the family as teacher in the crucial areas of attiudes, con- 
victions, and beliefs which eventually determine actions. The family 
process of instruction is sometimes planned and other times incidental, 
but either way, the goals of transmitting the family culture are accom- 
plished. 

Some methods of teaching within the family are quite subtle. Teachers 
classify them as pure forms of indoctrination, in which the child is held up 
against the standards of the group. He is told, "We don't behave that 
way"; "people in our family never," etc. The child also observes and imi- 
tates the behavior of the significant adults in his life. He notices their in- 
teractions with one another; since these are the only models he has 
available for observation in the process of becoming a human being, they 
become his models for imitation. — ` 

Sometimes the child's behavior is directly encouraged or discouraged. 
The child who never puts his bike away and who is always reminded that 
Father put it away for him is learning that it is not so important to re- 
spond to what parents tell you to do as it is to note that even though they 
scold, they accomplish the task themselves. Some children are willing to 
experience parental discipline in order to obtain the complete attention 
of the parents to their problems. 

билсе PRI DNE. — ue 
3. What are some ways in which children pick up exactly the opposite 

attitude to that of the parents? Do you believe direct or indirect in- 

Struction is most effective in teaching attitudes? 


SSS Ss 
In recent years it has been questioned whether the famil 


i y plays as sig- 
nificant a role as it did in the past century. Some feel that 


the family no 
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longer plays a major role in the education of individuals, in providing 
recreation, or in nurturing the child toward a specific vocation. However, 
anthropological studies reveal that the family is still carrying on major 
functions which are not in the province of any other social institution. 
Witmer and Kotinsky point out the following: "Three such essential func- 
tions have been identified: (1) to produce children and provide them with 
a setting of supporting affection; (2) to induct them, from infancy on, into 
the ways and values of the society; (3) to give them their initial identity 
within the community." 

The importance of affection in the emotional development of children 
has been demonstrated. The most natural place for this affection to be 
experienced is within the family setting where the child usually develops 
his closest personal relationships to parents, siblings, and relatives. It is 
truly within the family that the child is cared for because of himself, and 
not for what he can achieve. Many feel that being valued in this way 
gives one the courage to function and develop a healthy personality. 

The educational function of the family, while perhaps not as compre- 
hensive as in the past, is still an important element. The child learns within 
the family to make decisions and choices and experience the consequences 
of these decisions. Most of early social learning is experienced within the 
family. 

Finally, the family provides the child with his initial identity. Here he 
is recognized as relating to a specific family and that family's attributes. 


4. Describe the educational function of the family. In observing a group 
of young children, estimate the relative effectiveness of their families 
in performing educational roles. See if you can determine the family 
factors which account for the differences in the children. 


IC CMM ee Lo 


THE PARENTS' ROLE 


Parents are often placed in the position of continually seeing the dis- 
crepancy between their hopes and goals and actual accomplishments in 
child management. Many parents set high standards in terms of the per- 
formance they expect from their child in living within the family, with his 
peers, and at school. However, they frequently find the child falling far 
short of their expectations. Often, setting high goals brings about dis- 
couragement both in the child and in the parents. When goals are beyond 
normal expectations, the situation is constructed so that continual dis- 
couragement is inevitable. Bronfenbrenner found that children from 


3 Witmer and Kotinsky, Personality in the Making, p. 177. 
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achievement-oriented homes excel in planning and performance, but they 
are also more tense, domineering, aggressive, and cruel.* 

Parents really must manage the basic education of the child in emo- 
tional, personal, and social matters. At the same time, parents seldom have 
adequate training and experiences to enable them to conduct this educa- 
tion efficiently. We require training for a great variety of professions, 
businesses, and trades, from the barber to the bricklayer, but at present 
anyone can become a parent. The result is a large number of adults who 
are playing highly significant roles in the development of the next genera- 
tion and who are often quite unequipped to manage these roles ade- 
quately. 

Ca A growing struggle is taking place between the generations, Many par- 
ents were raised in comparatively autocratic situations. Respect was de- 
manded, and questioning of authority was not tolerated. However, as the 
social and political climate of our democratic pattern of life has spread 
throughout the world, the autocratic home has become less acceptable 
and less efficient. The child actually does not see anywhere in his life a 
model for the autocratic relationship. If political leaders always go against 
the wishes of the citizenry, they are usually removed by the vote. In com- 
munities, social groups, and political organizations, leaders change, and 

` the leader must have the cooperation of the group members if he is to * 
maintain his position. , à 

Schools are increasingly organized on a democratic basis, and the child 
observes that the teacher includes them in some planning. When the par- 
ent attempts to use a completely authoritarian approach in managing the 
child, he encounters resistance. Of necessity parents must learn new meth- 
ods of managing children in a democratic era. 


— 


eh RS Meu ao er 
5. Make an analysis of leadership methods—autocratic, democratic, laissez- 
faire-employed by various people who have responsibility for child 
management. How does the variance 
his attitudes? 


or consistency in methods affect 


The effective mother attempts to provide the best type of environment 
in which her child can Erow and then watches him do so. This implies 
that she believes children can learn more from experience than from in- 
struction and that she is convinced of the efficiency of learning from the 
consequence. This is not parental neglect, but a studied concern for the 
best environment in which to promote the total development of the child, 


* U. Bronfenbrenner, “The Changing American Child—A Speculative Analysis,” The 
Journal of Social Issues, Vol. 17, No. 1 (1961). 
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Emmerich, in controlled questioning of children, found that both boys 
and girls perceived the mother as more nurturing than the father.® 
_ One of the most important attributes in parental management is con- 
sistency. Studies of child training practices usually indicate that they are 
effective only when used consistently. When a family is studied to deter- 
mine which practices have the greatest impact on the child, it has been 
demonstrated that only those which seem to pervade the total family life 
are significant in distinguishing the development of children of one fam- 
ily from those of another. 
Many parents are concerned becaus 
centered to a child-centered philosophy of raising children. They fre- 
quently confuse permissiveness and democracy and continually bounce 
from extreme authoritarian strictness to guilt feelings about overcontrol. 
"The result is extreme permissiveness which is damaging to the develop- 
ment of the child. Apparently whether the parent is strict or permissive is 
not as important as the children’s understanding of the purpose motivat- 
ing the parent's attitude. The parent who truly loves the child and is con- 
cerned about his present and future development conveys this spirit to 
the child. It is more important to show the child that you are firm, because 
you respect yourself, and kind, because you love him, than to convince 
him of your authoritarian or overpermissive attitude. Children understand 
well the attitudes of adults toward them. If they live in a family where 
there is a wholesome concern for the child, the child’s sense of security 
grows out of his recognition of the parents’ love and concern. 
When no limits are set for the child on being in at night, bedtime. use of 
the car, and other details, the child often feels insecure, in the belief that 
no one really cares what he does. 
Lond UTEM Lr. EE с жле = 
6. We frequently neglect to recognize the value of limits in providing 
security. Indicate some limits which are beneficial in producing security 
and limits which discourage. 


e of the trend away from an adult- 


—— ———À 


Dr. Martha Wolfenstein did an interesting study of so-called "official" 
child-rearing culture in the United States.? She studied the first nine edi- 
tions of Infant Care, which is published by the U.S. Children's Bureau and 
which first appeared in 1914. In the nine editions which covered the 
period from 1914 to 1951, Dr. Wolfenstein explored the management of 
five specific problems: thumbsucking, weaning, masturbation, bowel train- 


5 W. Emmerich, “Parental Identification in Young Children," Genetic Psychology 


Monographs, 60 (November 1959), 257—308, 
в M. Wolfenstein, "Trends in Infant Care," American Journal of Orthopsychiatry, 33 


(1953), 120-30. 
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ing, and bladder training. She was able to demonstrate that in the roughly 
forty-year span there have been substantial changes in the type of training 
methods recommended by the authors of Infant Care. For example, in 
1914, masturbation and thumbsucking were both considered serious prob- 
lems to be dealt with severely. Some extreme practices were recommended 
to handle masturbation, and various restraints were suggested for thumb- 
sucking. The intervening period shows an almost continuous decline in 
the severity of recommendations made for these two problems. By 1951, it 
was almost suggested that both problems are really nuisance behaviors 
which might just as well be ignored as subjected to specific management. 

The other problems experienced similar histories, although the rate of 
change varied. Recommendations for rather careful and severe weaning 
continued until about 1938. Bowel training had a similar history, with the 
trend to permissiveness beginning a little earlier. The early editions of 
Infant Care, called for quite severe management of bladder training, but 
again decrease in the severity of the recommendations has been continual 
since 1921, 

Dr. Wolfenstein’s study examines some of the “official” positions in the 
United States literature. It cannot be assumed, however, that they are 
necessarily representative of the actual patterns of child rearing. Within 
the United States are many subcultures, Within metropolitan areas like 
New York, Chicago, Los Angeles, or San Francisco, a large number of sub- 
cultures can be identified. It has been well-demonstrated that different 


cultures and socioeconomic classes foster and develop different sets of 
beliefs, practices, and values. 


Bronfenbrenner found that the major changes in parental behavior over 
a twenty-five-year period indicated a move toward greater permissiveness, 
freer expression of affection, increased reliance on reasoning, or appeals 
to guilt in contrast to punishment, a narrowing of the gap between social 
classes in their patterns of child rearing, and an increasingly important 


position of the father as a more affectionate and less authorit 


arian agent 
of discipline.” 


THE ROLE OF LOVE IN CHILD DEVELOPMENT 


It has been commonly accepted that an affectionate and nurturing 
mother is essential for the most complete development of the child. While 
the assumption is generally made that almost every child receives this 
type of love, there is considerable evidence of rejecting mothers and moth- 
ers whose love is so possessive that it actually smothers the development 
of the individual. The type of love we shall set as a model is nonpossessive 


7 Bronfenbrenner, “The Changing American Child.” 
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in nature. It respects the loved one to the extent that it does not make 
excessive demands; it develops mutual respect and mutual concern. 

Many assumptions have been made about the effects of deprivation of 
mother love upon the child. Goldfarb has investigated extensively the 
effects of growing up without consistent mother figures.’ Goldfarb found 
that institution children were less secure, more passive or apathetic, and 
more frequently retarded in speech, school, and mental proficiency. Gold- 
farb suggested, on the basis of his study, that foster children had better 
contact with society, were readier to enter into both work and social ex- 
periences, and were superior in every way to the institutionalized children. 

Spitz, a physician, has published a series of papers on the effects of 
mother-infant separation.) Spitz found-that the mothering provided by 
various nursery attendants proved to be disastrous for both the psycho- 
logical growth and the general mental and physical health of the infants 
he studied. The children displayed marked differences or deficiencies in 
motor and social development and also failed to make expected progress 
in the physical growth areas. Spitz called this infant response to mother 
separation anaclitic, or dependency-related, depression. He pointed out 
the importance of the infant's strong need for a significant human relation- 
ship during the early phase of his development. 

Bowlby's summary of studies indicated that the essential factor is the 
child's experience of an intimate and continuous relationship with a 
mother figure which is satisfying and enjoyable to both members. of the 
relationship.!? When this relationship existed, his findings indicated, anxi- 
ety and guilt developed in only a moderate and organized manner, while 
complete deprivation seemed to produce far-reaching effects on character 
development. 

There has been considerable criticism of Bowlby's conclusions, which is 
perhaps best suramarized by O'Connor, who indicates that on the basis of 
reexamination of the evidence, Bowlby's hypothesis regarding maternal 
deprivation is stil! only a hypothesis." 

Casler did an extensive critical review of the literature regarding ma- 
ternal deprivation? He contends that the terms “mothering” and “ma- 


в үу, Goldfarb, “Effects of Psychological Deprivation in Infancy and Subsequent 
Stimulation," American Journal of Psychiatry, 102 (1945), 18-33. 

9R. Spitz, "Hospitalism: An Inquiry into the Genesis of Psychiatric Conditions in 
Early Childhood," Psychoanalytic Study of the Child, 1 (1945), 53—74; R. Spitz, 
*Hospitalism: A Follow-Up Report,” Psychoanalytic Studies of Children, 2 (1946), 
113-17; and R. Spitz, “Anaclitic Depression,” Psychoanalytic Studies of the Child, 
2 (1946), 313-42. 

10 J, Bowlby, Maternal Care and Mental Health, World Health Organization Mono- 
graph Series, 1952, pp. 16-155. 

11 N. O'Connor, “The Evidence for the Permanently Disturbing Effects of Mother- 
Child Separation,” Acta Psychologia, 12 (1956), 174-191. 

12 L, Casler, “Maternal Deprivation: A Critical Review of the Literature,” Mono- 
graphs of the Society for Research in Child Development; Vol. 26, No. 2 (1961). 
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ternal love" have not been well-defined and suggests that some of the 
significant critical variables are seldom accounted for, such as the age at 
which separation occurred. Separation after the age of six months may 
only present the problem of breaking the existing bond with the mother. 
In a definitive study, he points out, the institution must be described ade- 
quately and the reason for specific separation listed. Investigation of 
Bowlby's summary of studies on institutionalization reveals that the ma- 
-jority of the studies did not consider the three variables of age of separa- 
tion, reason for separation, and description of institution. 
Casler's study caused him to argue: 


(a) the emotional, intellectual and. physical deficits or decrements 
found in maternally deprived children cannot be rightly attributed 
to the deprivation itself; and (b) there are many accounts of de- 
prived children who have not suffered harmful consequences. The 
next step, logically, is to learn why deprivation so frequently is fol- 
lowed by ill effects. The age variable has already been mentioned, 
as has the possibility of hereditary defect. The environmental vari- 
able is now to be considered, and it is—in this author's opinion—the 
most important of all.13 


A number of investigators have sought to clarify the specific depriva- 
tion that exists. Montagu indicated that tactile stimulation during early 
infancy is vital for the subsequent development of the person. Fischer 
reported on an investigation of three-month-old institutionalized children 
and concluded that some failure to function may be influenced by the 
child's lack of tactile stimulation and experience in being moved about in 
a pleasurable manner.15 

Dennis and Najarian, in a thorough examination of a Beirut institution, 
indicated that failure to function on test items was related to lack of a 
normal amount of relevant experience. 1¢ 

Casler related the various studies in a summary statement: 


In the psychologically unhealthy institutions studied by Spitz, Dennis 
and Najarian, and others, all of the important sensory modalities 
were understimulated. It may be appropriate, therefore, to refer the 
disturbances found among institutionalized children (at least in 
those cases when separation from the mother occurred before the 
age of six months) to “perceptual deprivation,” including tactile and 
kinesthetic, rather than using the too-broad and yet too-specific 
term, “maternal deprivation.”17 


18 Ibid., p. 14. 

14M. Montagu, “The Sensory Influence of the Skin,” Texas Reports on Biology and 
Medicine, 11 (1953), 291-391. 

15 L, Fischer, “The Significance of Atypical Postural and Grasping Behavior during 
the First Year of Life,” American Journal of Orthopsychiatry, 28 (1958), 368-75, 

16 W, Dennis and P. Najarian, "Infant Development Under Environmental Handi- 
cap," Psychological Monograph, 71, No. 7 (1957). 
17 Casler, Maternal Deprivation, p. 18. 
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The review of the literature by Casler is comprehensive and questions 
the concept of deprivation of maternal love. It indicates that deprivation 
of maternal love can have ill effects only after specific emotional respon- 
siveness has been developed by the child. He indicates that ill effects 
found in children believed to be maternally deprived before this age prob- 
ably have some other cause. This cause is identified as perceptual depriva- 
tion—the absolute or relative absence of tactile, vestibular, and other forms 
of stimulation. He believes that forms of social stimulation necessary for 
proper language development can be provided within an institutional set- 
ting. 

A love relationship is important because it builds the feeling of self- 
respect апа“ confidence referred to as the sense of security. It gives the 
individual the courage to meet whatever occurs in the give-and-take of 
life and permits him to utilize his experiences constructively. „ 

The child develops his security from close relationships which provide 
love and affection. They give him a sense of support, acceptance, comfort, 
and value, which permits the child the freedom to develop his capacities 
and enables him to move from dependence toward independence. It is 
important that the significant adults in the child's life provide guidance 
which helps him recognize limits and at the same time fosters and encour- 
ages development of self-control. 

Kluckhohn, in a comprehensive anthropological study, points to the im- 
portance of the emotional tone used by the parents.!? He says that infer- 
ences cannot be drawn directly from an objective description of cultural 
patterns for child training to specific consequences in personality forma- 
tion. There is evidence that almost identical systems produce contrasting 
results in relationship to the characteristic emotional tone in which they 
are administered and the meanings which the acts acquire for children in 
varied cultures. Я 

Bronfenbrenner's research has even speculated that the “love-oriented” 
socialization techniques may have some negative as well as constructive 
aspects.!? These techniques may undermine the capacity for independence 
and initiative in boys. The democratic family might even produce indi- 
viduals who do not take initiative but look to others for decision. 


THE CHILD'S SITUATION AND POSITION 


Few parents recognize how consistently the child is searching for limits, 
seeking to find the boundary line between acceptable and unacceptable 


18 C. Kluckhorn, "Anthropological Studies of Human Relations," Unpublished paper 
presented to the Conference on Research in Human Relations, Rockefeller Founda- 
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behavior. Parents should provide children with behavior choices which 
permit them to function on the useful side of life. They should not create 
situations in which undesirable behavior appears to be more attractive 
than cooperation. The child who disturbs but only receives parental ad- 
monitions, and the child who continually provokes the siblings are ex- 
amples of ways in which children can involve the parents. 

The child first learns the importance of property rights within the 
family. He wants people to respect his property, and he must learn to 
respect the toys and possessions of others. He should learn within the 
family atmosphere that one does not get without giving. Only through ex- 
periencing small difficulties can the child become prepared to experience 
more serious difficulties later on. The child who is always spared the con- 
sequences of his actions is being deprived of the opportunity to mature. 


IL л Т”. _____Є_____г 


7. Give some examples of ways in which parents deprive the child of the 
opportunity to learn from consequences. What are some consequences 
which might be too extreme? Consider consequences which might be 
very beneficial for the child. 


SS Se SE E E ERI eee eee 


Parents should be aware of the tyranny which the child can exercise 
· over them. They must refuse to meet infantile demands. Otherwise, they 
are only encouraging the child to be more obnoxious in his behavior. The 
child soon learns to turn the parents’ attitudes to his advantage. Children 
are good observers, and as they note weaknesses in the parental system 
they respond to their advantage. The child should not be considered as a 
passive object of adult plans. Instead, we should be aware that he can and 
does utilize his ability to make subjective interpretations of events, In this 
manner a child can frequently turn defeat into a conquest. We must be 
cautious to avoid confusing antecedents with causality, and assume that a 
preceding event causes a personality trait. Ausubel indicates that the 
young infant's perceptual and cognitive immaturity tends to insulate him 
from the influence of parent attitudes.?? Until the child can actually per- 
ceive the parents’ attitudes, therefore, they influence immediate behavior 
more than personality development. Constitutional differences between 
children affect the way the child perceives the parents’ attitude. Differ- 
ences in child reaction either modify or stabilize the parents’ attitude, 
A considerable body of research has been related to ordinal position 
within the family and personality traits. Ausubel summarizes the research 
when he says: “Birth rank tends to be consistently related to certain per- 


20D. Ausubel, Theory and Problems of Child Development (New York: Grune & 
Stratton, Inc., 1958). 
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sonality traits within a given culture.”*! Schachter concluded that first-born 
children in our society are generally more anxious, more dependent on 
others in anxious situations, and more inclined to go along with the group 
than other children.?? j 

Helen Koch did an extensive study of sibling relationships and person- 
ality.” She found that the first-born child was generally judged to re- 
cover less readily from emotional upsets and anger. The middle child was 
more suggestible and social, while the youngest child seemed to be con- 
cerned about establishing his individuality within the family. Wile and 
Davis reported that the only child and the youngest child received an ex- 
cess amount of attention and supervision and frequently displayed the 
most infantile home relationships.?* The youngest child was most often 
spoiled, got the most, and exhibited most frequently the attention-getting 
mechanism. 

In analyzing the child's position within the siblingship, you must always 
remember to look for the spacing of years, the ages and the difference in 
the sexes of the siblings, as well as the ordinal positions. 


PARENT-CHILD RELATIONSHIPS 


A significant study in the area of parent-child relationship was an analy- 


sis of the reports of 379 American mothers in regard to child-rearing prac- · 


tices from birth to kindergarten age. Interviews were conducted with 
the mothers as part of a research project of the Harvard University Labo- 
ratory of Human Development. Parental attitudes were rated in terms of 
permissiveness, strictness, warmth, approach to child training, and pun- 
ishment for aggressiveness. The findings indicated that the most pervasive 
quality was the warmth of the mother’s feelings for her child; this seemed 
to have been an underlying factor in a number of the scales. 

Maternal coldness was associated with the development of feeding 
problems and persistent bedwetting and also contributed to excessive ag- 

ession. It was demonstrated in this study that punishment was not effec- 
tive as a long-term technique for controlling behavior. They found that 


21 Ibid. 
22 $, Schachter, Psychology of Affiliation: Experimental Studies of the Sources of Gre- 
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the mother who rewarded and guided the child had а much better rela- 
tionship and also was more frequently obeyed. In other words, warmth, 
guidance, and rewards served to produce effective discipline. 

Miller and Swanson also did a comprehensive study of child-rearing 
practices in metropolitan areas.?9 This study was done in the Detroit area 
with 600 parents and their children. The study actually observed and re- 
corded parental behavior and made an attempt to determine the effect of 
such behavior on the personality of the child. They found it extremely dif- 
ficult to relate directly the personality of the parent and the personality 
of the child. As we might expect, each child perceives his family environ- 
ment in an individual manner, and the interactions that he engages in 


to those of other studies, suggesting that although values vary from cul- 
ture to culture, in general, parents should express warmth and respect for 
the child as an individual, value him, 
ing with him, 

Miller and Swanson noted that each generation of parents has a new set 
of world, national, and local problems to deal with; hence the experience 
of previous generations is to an extent invalidated. The culture and en- 
vironment are in a state of flux, and parents must be continually alert to 
the need for education in performing their role. 


€ parent's experience in 


childhood and within his own family unit. Finally, some experiences are 


modified by his own personality, 

The parent who attempts to do a good job in the field of child manage- 
ment is beset by confusing advice. He can observe other parents in the 
neighborhood and immediately observe differences, The chur 


rearing become readily apparent. Naturally, most parents train their chil- 
dren in a way that accords with their own personality. It may be either a 


26 р). Miller and С. Swanson, The Changing American Parent (New York: John Wiley 
& Sons, Inc., 1958). 
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complete acceptance of the training conducted by their own parents, a 
complete rejection of these practices, or somewhere in between. 


IA В 


8. Interview several parents regarding their child training practices, and 
try to determine how they acquired their most significant attitudes. 
What influences would you be most controlled by as a parent? 


Sv  ———————_————— 


The coming of the “modern” or “new” approach to child rearing has 
made considerable impact upon middle-class homes, in which reading 
material on child management is likely to be found. In these homes there 
is more communication between parents and child, with a greater accept- 
ance of a questioning attitude on the child’s part. Greater emphasis is 
placed on the development of reasoning and self-control in contrast to 
external controls by the parents. 

In studying the data related to patterns of child rearing it is important 
to recognize that the underlying basic attitudes of the parents toward the 
child are perhaps more significant than any individual practice or set ‘of 
practices. The child is quick to perceive if the parents really care and are 
concerned, and his perception may have a greater impact upon the rela- 
tionship than any set grouping of practices. There are highly significant 
positive consequences to the child’s personality from being accepted and 
loved. 

Many well-intentioned parents frequently force their children to accept 
the parents’ value system. They force children into activities representative 
of the parents’ interests, whether they be intellectual, musical, or athletic. 
By rewarding these efforts, they are requiring of children the characteris- 
tics that the parents value. All of this, of course, is usually done out of the 
best of motivations, but in a most subtle fashion it communicates to the 
child that he is not acceptable as he is and that he needs to align his value 
system with that of the parents. 

The Sears study showed that the mothers’ permissiveness and punitive- 
ness about aggression influence the amount of aggression the child dis- 
plays in the home." Their study indicated that in order to get a child to 
establish new habits, the old must be eliminated and suggested that ma- 
ternal control might be more effective through the manipulation of the 
child’s needs. Instead of punishment, she might establish a set of pleasur- 
able activities related to the educational goals of the home. 

The Sears studies indicated that mothers are more effective with chil- 
dren when they find ample time to play with the child, permit much affec- 
tionate interaction with the baby, and accept the child’s dependency 
needs. Effective mothers praised frequently the child’s production of a 


27 Sears, et al., Patterns of Child Rearing. 
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correct response. They also used reasoning more frequently than other 
mothers as a method of training. 

Becker and his associates interviewed parents of normal and disturbed 
children and found that authoritarian and arbitrary maternal attitudes 
were correlated with the presence of conduct problems in children.*8 Ex- 
cessively shy and timid children were associated with frustration of the 
child’s autonomy. : 

It is interesting to note the following statement from Patterns of Child 
Rearing: “Our evaluation of punishment is that it is ineffectual over the 
long term as a technique for eliminating the kind of behavior toward 


which it is directed."2» If just this simple sentence were completely under- . 


stood and accepted by parents, it would probably have a significant effect 
upon child management practices in the United States. 


question the value of punishment, it is a com- 


monly used technique. What do you suggest as practical methods to 
demonstrate its ineffectiveness? Is there evidence that lack of punish- 
ment and control is harmful to development? 


THE RELATIONSHIP BETWEEN INFANT DISCIPLINE AND 
PERSONALITY DEVELOPMENT 


Sears and his colleagues showed that the mothers’ 
tices were significantl 


the young child.2° 


Radke did a study of parental attitudes and practices with the preschool- 
age child.?! She found that children from homes which had been classified 
as autocratic were rated by their preschool teacher as being unpopular 
with associates, more unstable emotionally, more sensitive to praise and 
blame, more quarrelsome, and less considerate of others than children 
from the “democratic” homes. Radke did an excellent job of summarizing 


the types of child behavior most commonly associated with different types 
of homes in the following chart:? 


child-rearing prac- 
y related to the dependency and aggressiveness in 


28 W. Becker, et al., “Factors in Parental Behavior and Personality as Related to Prob- 
lem Behavior in Children,” Journal of Consulting Psychology, 23 (April 1959) 
107-87. 


29 Sears, et al., Patterns of Child Rearing, p. 484. 
30 R. Sears, J. Whiting, D. Nowlis, and P. Sears, “Some Child Rearing Antecedents 
of Aggression and Dependency in Young Children," Genetic Psychology Monograph, 
47 (1953), 135-236. 

51 M. Radke, The Relation of Parental Authority 
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TYPE OF CHILD BEHAVIOR ASSOCIATED 


TYPE OF HOME WITH IT 
Rejective Submissive, aggressive, adjustment difficul- - 
ties, feelings of insecurity, nervous, sadis- 
~ tic, shy, stubborn, noncompliant. 
Overprotective, "babying" Submissive, infantile, jealous, nervous, ag- 
gressive, feelings of insecurity. 
Dominating parent Dependable, shy, submissive, polite, self- 


conscious, tense, quarrelsome, disinter- 
ested, uncooperative, bold. 


Inharmonious Aggressive, neurotic, jealous, delinquent. 
Defective discipline Poor adjustment, aggressive, rebellious, jeal- 
ous, neurotic, delinquent. 

Harmonious, well-adjusted, Good adjustment, cooperative, independent, 
calm, happy, compatible superior adjustment, submissive. 

Logical, scientific approach Self-reliant, cooperative, responsible. 

Child accepted Socially acceptable, faces future confidently. 

Parents play with child Security feelings, self-reliant. 

Consistent, strict discipline Good adjustment. 


The Relationship of Home Atmospheres and Children's Behavior Drawn 
from Many Different Investigations. Adapted from M. J. Radke, The 
Relation of Parental Authority to Children's Behavior and Attitudes. 
University of Minnesota Child Welfare Monograph, 1946, No. 22 (c) 
1946 by University of Minnesota. 


However, it is important to recognize that clear evidence of the effect of 
child-rearing practices on personality is limited. Radke-Yarrow and Yar- 
row indicated in a comprehensive survey of the literature that there is still 
no unequivocal evidence of the exact nature of the processes by which 
conditions in early life are related to later development. 

Sewell and Mussen studied infant training practices with approximately 
165 six-year-old children.?* They interviewed the mother in regard to her 
child-training practices and also obtained ratings of adjustment from 
teachers. Under study were the following practices: breast versus bottle 
fed, self-demand versus regularly scheduled feedings, and gradual versus 
abrupt weaning. They found no direct relationship between the various 
methods of feeding gratification and later adjustment. 

In a later study of Sewell, Mussen and Harris little relationship was 
found between the mother's permissiveness and one phase of socialization 


33 M. Radke-Yarrow and L. Yarrow, "Child Psychology," Annual Review of Psy- 
chology, 6 (1955), 1-28. 

34 W, Sewell and P. Mussen, “The Effect of Feeding, Weaning, and Scheduling Pro- 
cedures on Childhood Adjustment and the Formation of Oral Symptoms," Child 
Development 23 (1952), 185-91. 
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such as feeding and later phases such as toilet training.?* It becomes obvi- 
ous, then, that we must look to all the attitudes and the total pattern of 
‚ the parent's child-management practices. 


THE REASON FOR MISBEHAVIOR 


: In dealing with children, it is important to have available some assump- 
tions about the reasons for the direction children take in their relation- 
ships with parents, siblings, and peers. A very sound assumption to begin 
with is the recognition that whatever children do they usually do for ex- 
cellent reasons. In other words, behavior makes sense to the behaver. 

We already know from our study of the child that some of the reasons 
may be related to growth factors. Physical factors play an important role 
in determining behavior. Some of the misbehavior of children is elimi- 
nated as they mature and grow out of certain stages. However, it would 
be unwise to make the assumption that all behavior is merely due to a 
stage of development which will always pass. Many facets of behavior are 
not influenced merely by developmental changes. 

Much of behavior is also a result of the present environment. The child 
is infuenced by his setting and by the people about him. If misbehavior 
strikes him as the most effective way to develop a peer relationship, he 
may produce what parents call misbehavior. Some misbehavior is also in- 
fluenced by the cultural setting. In certain groups it is acceptable to steal 
if you are hungry or to take coal if you are cold. All of our social classes 
permit moral deviations that are more related to the subculture than to 
any general moral rules. 

A look at the basic needs again provides a better understanding of mis- 
behavior by revealing whether a need is unmet. An unmet need is fre- 
quently the cue for misbehavior. Some children have a psychological 
hunger within which causes them to move toward a particular action. 

Sometimes misbehavior is also merely the result of faulty relationships. 
The child sees his present behavior as the only possible way to function 
effectively with the people involved. 

Other misbehavior stems from a lack of knowledge. The child does not 
know any better response than the present response. Misbehavior must 
also be understood in terms of its consequences. If the adult notes his 
reaction to the child's misbehavior, he may be able to determine its pur- 
pose. Does it merely-annoy him, or does it make him feel challenged? This 
clue alone may indicate the difference between misbehavior to seek at- 
tention and misbehavior to show power. Sometimes misbehavior causes 


b 


2e W. Sewell, P. Mussen, and C. Harris, “Relationship Among Child Training Prac- 
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the adult to-feel that he, too, would like to get even. At other times the 
misbehavior or failure to function is so discouraging to the adult that he 
feels like giving up. These, too, can be helpful clues in diagnosing the 
goals of revenge or demonstrating inadequacy. 


10. Utilize observation opportunities in schools, at recreation centers, and 
in homes to record examples of misbehavior. How do you account for 
the misbehavior? What would be your preventive steps to eliminate 
recurrence of the misbehavior? 


THE METHODS OF TRAINING AND EDUCATING CHILDREN 
BY PARENTS 


The parents' purpose should be to assist each child to grow and develop 
їп а manner which is both personally satisfying to the child and socially 
acceptable. In order to accomplish this purpose, the parents must establish 
some policy of child training. High ideals and goals are seldom accom- 
plished without planning. We have already seen the importance of con- 
sistency in any interaction with the child. If our goal is the development 
of the fully functioning individual who takes responsibility for his actions, 
then our decisions are dictated in the direction of developing a relation- 
ship which helps the child become more mature and more responsible. 

One of the problems in parental childhood training is the lack of a con- 
sistent plan of action. Numerous specific problems occur in connection 
with eating, sleeping, toilet training, bedwetting, dressing, and the like; 
the key issue is not how to solve the individual's specific situations so 
much as it is the development of a consistent philosophy and approach to 
the child's development which encompass all types of situations. _ 

The parent must learn quickly that each child is an individual who has 
distinct and unique assets, liabilities, and purposes. Frequently, a second 
child is confusing to the parent because he does not respond in the same 
manner as the first child. We need to learn that experiences with the first 
child in some instances may actually be a handicap to effective relation- 

‚ Ships with the second child. No two children perceive methods of training 
or their situation in the family in the same manner. 

Basic to understanding children is the recognition of the importance of ' 
Physical readiness. It is impossible to speed the development of gross mo- 
tor abilities, Walking, crawling, and climbing, for example, are under 
physical maturational controls. You cannot force these learnings; you must 
follow their timetable. Practice is most effective f 


low with children when th 
child is sufficiently ready; earlier practice is not onl e 


y ineffective but ma 
Serve as a deterrent to adequate development, А 
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In working with children, the parent needs to be more aware of the 
purposes of the child's actions. What does the child get from this behav- 
ior? Frequently as the adult observes his own attitudes about the misbe- 
baving child, he finds some answers to the purpose of the behavior. 

It is always important to be aware of the effects of discouragement. 
When the child feels inadequate or inferior, he is actually incapacitated 
for effective functioning. 

In all understanding of behavior, adults need to recognize increasingly 
that at the instant of action this behavior is the most effective way the in- 
dividual knows how to behave. The behavior provides a knowledge of the 
oals. An increasing amount of evidence 


uggest in the development of а more effective 
philosophy and psychology of child training? First, let us begin with a 
commitment on the part of parents to develop a philosophy of human re- 
lationships within the family. This should not be haphazard and sporadic, 
but something that the parents need to think about and work at. The child 
must be convinced that there is а family policy and that the parents really 
mean it. This sets the stage for the development of an effective relation- 
Ship, which is one of mutual respect and cooperation. In such a family, 
there is fun in sharing and fun in working together. 

The parent who adopts this philosophy recognizes that children are 
great imitators, and that it is important to set the proper example. With 
this approach he must be interested in guiding the child toward proper 
activities, Of necessity then, the parent must provide the child with choices 
and options. The guidance approach to child training does not assume 
that the parents have all the answers, but instead it works toward eventu- 
ally developing the greatest utilization of the child's ability to choose 
properly. 

In any approach with children, however, it is good to recognize that 


things do not always work out well. When they do not, it is important to 


permit the child to learn from the consequences of his misbehavior. Un- 
necessary intervention to 


protect the child actually prevents his fullest de- 
velopment, 


Natural consequences imply that the parent utilizes the reality of the 


situation rather than his personal power. Children learn best when they 
find out that order is 


We h 


in their favor. 


ave talked frequently about the importance of need theory. The 
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parent who recognizes the basic needs of children sees them as an effec- 
tive instrument in the development of satisfactory behavior. 

A basic method with children is one which encourages the child, values 
the child as he is, and works toward building each child's faith in himself. 
The encouragement approach, then, implies a recognition of effort and a 
focus on strengths and assets. 

Crandall, Preston, and Rabson evaluated achievement by observations 
in the nursery school and at home.?? They found a positive correlation be- 
tween maternal reward of the child's seeking of approval for completion 
of a task and the child's striving for achievement, both in the nursery 
school and home settings. 

Perhaps one of the most significant things that the parent can learn is to 
act instead of talk. Talking between parents and children frequently de- 
generates into a type of warfare, which only trains the child to become 
parent “deaf.” The children act only when the parent's raised voice im- 
plies some impending serious action. Response is only under extreme pres- 
sure. Probably a fundamental rule would be never to explain to a child 
something he already knows or has heard repeatedly. This would elimi- 
nate a considerable amount of unnecessary parent-child interaction that is 
negative. 

Sometimes children do not function well because they do not under- 
stand the situation and its requirements. It is essential to take time to 
teach children the skills and habits expected of them. Training time 
should not be at the moment of conflict. However, it is wise to recognize 
that if time is not spent in working with a child, an unnecessarily large 
amount of time will be spent in correcting him or providing remedial work. 


SPECIFIC TRAINING SITUATIONS 


As indicated, it is more important for parents to have a proper relation- 
ship with their children than to develop specific techniques to handle 
specific situations. A fundamental understanding of the child and the de- 
velopment of an affectionate, accepting attitude are more significant in 
solving specific training situations than any given set of rules. The purpose 
here, then, is not to discuss in detail a number of specific training situa- 
tions, but instead to indicate briefly how the general methods might be 
applied to a specific situation. 

Feeding practices, which have changed considerably even during the 
past forty years, frequently remain a problem for parents. The mother who 
is well-meaning and who attempts in a relaxed fashion to do what she 


26 y, Crandall, A. Preston, and А. Rabson, "Maternal Reactions and the Develop- 
ment of Independence and Achievement Behavior in Young Children," Child De- 
velopment, 31 (June 1960),.243-51. 
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honestly believes is best, would probably be most effective in managing 
the feeding problems of her children. There are subtle cultural differences 
in feeding practices, but when a mother keeps in mind the purpose of | 
foods—the nourishment of the body—then feeding does not become an 
area of warfare. If the child senses that the mother is particularly con- 
cerned about his feeding, the issue of what he eats becomes the battle- 
ground and an area on which he can “take a stand." Feeding disturbances 
when closely examined are frequently related to the general adjustment of 
the parent to the child. When irregularities in the feeding area become 
serious, it is most often evidence of a poor general relationship between 


the child and the parents. The parent who relaxes and refuses to reveal 


her concern to the child, is usually most effective. 

Generally, in the American economy, it is impossible for a child with all 
the food available not to select a diet which, in the long run, would be 
balanced and suitable for his development. 

Toilet training is another area that frequently proyokes anxiety on the 
part of the parents. Although pediatricians generally encourage parents to 
delay bowel training until sometime during the second vear for reasons of 
physiological readiness, it has been demonstrated that parents tend to 
train earlier than the recommended starting time. Data in the Sears, Mac- 
coby, and Levin study indicate that mothers began bowel training at eleven 
months and that on the average it was completed at eighteen months.?" It 
is interesting to speculate whether this training would have required seven 
months if the parents had begun the training at eighteen months. The 
‘Sears study indicated that mothers who are severe in toilet training put 
pressure in other areas. In other words, severity in toilet training was not 
an isolated attitude; these mothers also had expectations in regard to or- 
derliness, table manners, and doing what is right. Sears showed a correla- 
tion of .47 between the severity of training and the children’s emotional 
upsets, one of the highest correlations obtained in the entire study.38 

It is most important that toilet training be conducted in a casual manner 
without pressures fron; the parents, Toilet training that is extremely severe 
or rigid is another way the mother indicates that the child is not doing 
what he is supposed to, with obvious concomitant effects upon his feelings 
of adequacy and security. 

Parents frequently have problems in getting the child to dress himself. 
This is an area in which the child sometimes likes to hold on to his de- 
pendence, He wants to show that he cannot do it and that he is still a little 
child. If the parent takes special pains to dress the child or derives pleas- 
ure from the dressing act, the child sees no reason for doing so himself. A 
child needs to be encouraged and recognized for the things that he does 


87 Sears, et l., P. i d 
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well in dressing, for this is another way in which the child matures by tak- 
ing on his own responsibilities. 

Most often parents become concerned about methods of dealing with 
aggression in the child. They want to know how you cope with the child 
who has extreme temper tantrums, who gets angry easily, or who wants to 
quarrel. The Sears study throws some light here by indicating that the 
pattern of child rearing that produced the most aggressive children was 
one in which the parents disapproved of aggression to the extent that they 
always punished with physical aggression of their own or physical threats 
to the child. This form of counteraggression seemed to generate the most 
hostility on the part of the child. Since all children produce some aggres- 
sive and hostile feelings, it is important that parents learn to handle them 
effectively. Sometimes the child can be diverted from his aggressiveness, 
or, in the case of inappropriate aggression, he can come to understand the 
reason why it is not permissible. In other instances, aggression may be 
transferred into competitive outlets or opportunities to engage in activities 
which reward aggressiveness within a socially acceptable pattern. 

There are many areas of concern in child training—development of 
speech, weaning, play habits, washing and cleanliness, the beginning of 
school, and sibling strife and others. Instead of developing a fragmentary 
set of rules, however, the parent must bear in mind the fundamental prin- 
ciples of understanding and working with human behavior. 


PARENT-TEACHER CONFERENCES 


The practice of regularly scheduled parent-teacher conferences con- 
tinues on the increase in the elementary school. They are not scheduled to 
meet an emergency, but to set aside prearranged time for planning, sharing, 
and discussion. It should, preferably, be conducted in the school setting 
and, if possible, at a time when both parents can attend. The purpose of 
the conference is to develop mutual understanding about the objectives of 
the school and the value system of the parents. Teachers should not ap- 
proach these conferences in a condescending, fault-finding, 
manner. If the parents feel that the 
broader purposes of the meeting ca 

Parent-teacher conferences shoul 
tion. The parents should feel acce 


r manner to par- 
ents of kindergarten and first-grade children when she said, “We all know 


the children come to school with many stories about what happens at home 
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and certainly I recognize they bring some stories home that are exagger- 
ated; so let's have an agreement, ТЇЇ promise not to believe all that I hear 
about you if you'll promise not to believe everything you hear about me.” 
In essence, in a humorous manner, she was pointing out that children fre- 
quently dramatize both the home and the school setting. If parents feel 
that the teacher is empathic, understands their view, and attempts to as- 
sist them in the proper development of the child, they are then more open 
to suggestions and more likely to learn from their own experiences. 

The first conference in the school year, perhaps in October, might be 
designed to give the teacher an understanding of the child’s home situa- 
tion and the culture and value system of the parents. At the same time, it 
should permit the parents some insight into the way in which the child is 
coping with the curriculum. 

Sometimes school visits are most effective if the parent has had an 
opportunity first to hear the teacher discuss in a room meeting, with all 
parents in attendance, the general objectives of the curriculum at the par- 
ticular grade level. An Opportunity might also be given the parents to 
come and visit for several hours during a school day. In the school visit, 
parents would have an Opportunity to see their child in relationship to a 
comparatively large number of children of approximately the same chron- 
ological age. This meeting might provide an opportunity to understand 
the ways in which the child usually approaches his problems. In observa- 
tion, the parents could note if the child is independent or if he seems to 
depend on other children for direction. They could also grasp the interest 
level of the child in the subject matter being presented. The opportunity is 
also present to note if the child is an active participant and if he is coop- 
erative and willing to share with others. They can sense both by his be- 
havior at home and observation of him in the classroom if he really feels 
that school is fun. 

Many other things might be observed when the parent visits the school, 
but these would certainly provide a wealth of information for parent- 
teacher discussions. 

It would probably be well for the parent-teacher conference to be pre- 
ceded with some type of printed introduction which indicates the amount 
of time available and the kinds of things the teacher will be presenting 
and which also has a space available for the parents to list specific ques- 
tions they may have in regard to the school program. 

Some schools have found that when parent-teacher conferences have 
been effective, they can be expanded to a three-way conference in which 
the parent, teacher, and child are present, possibly to discuss the child’s 
progress in various subjects. Obviously, the objective here is to develop 
self-nderstanding on the part of the pupil and acceptance of the child’s 
efforts on the part of the parents. There are still many opportunities in this 
area to develop more effective means of communication, However, with 
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the assumption that education is really the problem of the child, the three- 
way conference furnishes the greatest opportunity to convey to all con- 
cerned that the child's education is the primary concern and that both 
parent and teacher are available to assist in maximum development. 


IMPLICATIONS 


l. The family is the most significant single influence on the develop- 
ment of the child. The school needs to develop methods to communicate 
more effectively with the family both to understand the subcultural fac- 
tors the child interacts with and to attempt to influence the child. 

2. The child's basic attitudes are formed in the family; hence parent 
education must be given more attention. 

3. A major role of the family is to provide the child with а setting of 
supporting affection which nurtures development. 

4. One of the most significant roles of the family is accepting and valu- 
ing the child as he is. Genuine acceptance and valuing produce self- 
confidence, 

5. Parental training is not made effective merely by the setting of high 
standards. Standards may actually serve as a hindrance to development. 

6. One of the most important tasks of the parent is to provide an en- 
vironment which encourages proper growth and then to permit the child 
to learn through experience 

7. Consistency is considered to be a vital attribute for efficiency in child- 
training practices. 

8. The setting of limits can give the child a feeling of security. Over- 
permissiveness communicates a lack of concern. 

9. A nonpossessive love based on mutual respect has the most positive 
effect on children. 

10. It has been demonstrated that birth rank is rather regularly related 
to personality traits. Since information on the family constellation is gen- 
erally available in the schools, these data might be more effectively uti- 
lized in understanding feelings, attitudes, and convictions. 

1l. Studies of child-training practices continually place an emphasis on 
the role of warmth, mutual respect, and guidance. 

12. The underlying attitudes of genuine care, valuing, and concern are 
more important than any set of practices, 

13. New habits might be established more effectively by encouraging 
and recognizing them and making their performance pleasurable, rather 
than by pointing out the "don'ts." 

14. Praise and reasoning have been demonstrated to be effective in 
raising children, 

15. Punishment is not effective as a technique for eliminating misbe- 
havior over the long term. 
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16. Children frequently learn best from natural consequences, and not 
from the parents' intervention. 

17. The broad term ^maternal deprivation" has now been identified 
more specifically in terms of perceptual deprivation, which includes tactile 
and kinesthetic deprivation. This provides a specific task for mothers and 
institutions to consider in contrast to a broad, general term. 

18. The characteristic emotional tone of the parents in training the child 
affects the meanings which the children acquire. Specific personality traits 
always relate to the meanings given acts which appear to be identical on 
the surface. 

19. Birth rank and psychological position in the family constellation 
seem to be consistently related to specific personality traits in a given cul- 
ture. The perceptive parent and teacher consider the influence of the 
family constellation on the child's development and attempt to provide 
experiences which modify the emerging style of life and assumptions 
about self. 

20. The child's striving for achievement is positively affected by mater- 
nal reward of the child's seeking for approval. Adult figures must be alert 
to recognize completion of a task by the child. 

21. Authoritarian and arbitrary maternal attitudes in child management 


have been associated with both shy and timid children and the presence 
of behavior problems in children. 
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"Age Patterning in Personality Development" by M. Mead, p. 170. 
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"Maturation and Infant Behavior Pattern" by A. Gesell, p. 25. 
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"The Rationale of Assessing the Developmental Status of Children 
Pom Roentgenograms of the Hand and Wrist” by W. Greulich, p. 
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(DeC) 


(D) 
(H) 


(K&T) 


(M&S) 


(M&W) 


(N) 


(P) 


(R&A) 


(S) 


(St) 


READINGS IN CHILD DEVELOPMENT 


“Groupness of the Group" by I. Lorge, p. 530. 

“Student-Centered vs. Instructor-Centered Instruction" by W. Mc- 
Keachie, p. 550. 

“Measurement in Relation to the Educational Process" by D. Adkins, 
р. 575. 

“The Effects of Social Climates” by К. Lewin, p. 468. 
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"Pace of Presentation, Number of Trials, and Amount of Practice as 
Determiners of Learning" by F. Kopstein, p. 311. 

"The Meaning and Assessment of Intelligence" by Sir C. Burt, p. 419. 
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"Delinquency as a Mode of Adjustment" by W. Healy and A. Bron- 
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"Our Troubles with Defiant Youth" 
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. 434. 
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“Diagnostic Thinking in the Classroom" by F. Redl and W. Watten- 
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"The Relation of the Children's Manifest Anxiety Scale to the Con- 
cept of Anxiety as Used in the Clinic" by R. Wirt and W. Broen, Jr., 
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R. Clark, and E. Lowell, p. 217. y Pore 
“Levels of Aspiration in Academically Successful and U: 

Children” by P. Sears, p. 437. Ч : ET 
"Pupil Motivation and Its Relationship to the Activi d Social 
Drives" by D. Bortner, p. 258. ; a e Re 
"Explorations in Classroom Management" by J. Kounin, P. C 

and J. Ryan, p. 296. x: Se" 
"The Effect of Repeated Praise or Blame on the Work Achievement 


of ‘Introverts’ and 'Extroverts' " by G. Thompson and C. Hunnicutt 
p. 245. š 


“Teacher Comments and Student Performance: A Seventy-four Class- 


room Experiment in School Motivation” by E. Page, p. 264. 
“Classroom Discipline” by P. Symonds, p. 290. 
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(R&A) 


(St) 


"Experience and the Development of Motivation: Some Reinterpreta- 
tions" by J. McV. Hunt, p. 353. 

"Success and Failure in the Classroom" by P. Barker, p. 370. 

"Children's Reactions to Novelty: An Experimental Study of ‘Curi- 
osity Motivation’ " by C. Smock and B. Holt, p. 155. | 
"Motivation Reconsidered: The Concept of Competence" by R. White, 
p. 164. 


XI. Personality Development 


(B) 


(C&C) 
(D) 


(K&T) 


. (M&S) 


(M&W) 
(MCK) 


(R&A) 


(S) 


"Cultural Factors in Personality" by C. Kluckhohn, р. 319. 

"Origins of Personality" by P. M. Symonds, р. 595. 

"Shirleys Babies After Fifteen Years: A Personality Study" by P. 
Neilon, p. 610; in (S) р. 584; in (St) p. 429. 

"Culture and Personality" by M. Hutt and R. Gibby, p. 47. 
“Personality Organization in Children” by J. Anderson, p. 303. 
“Stability of Passive and Dependent Behavior from Childhood to 
Adulthood” by J. Kagan and H. Moss, p. 486. In (St) p. 437 and 
(МСК) p. 327. 

"Predictions of Later Behavior from Clildhood Evaluations" by E. 
Werner and E. Gallistel, p. 495. 

"Stability in Ascendance-Submission" by L. Stott, p. 501. 

"Similarity in Teacher and Pupil Personality" by M. Amatora, p. 306. 
"The Parental Attitudes of Mothers of Schizophrenics" by M. Zucker- 
man, M. Oltean, and I. Monashkin, p. 426. 

“Non-directive Play Therapy” by V. Axline, p. 525. 

"Group Interviewing in a Camp for Disturbed Boys" by W. Morse 
and D. Wineman, р. 584. 

"Personality Characteristics of Responsible Children" by D. Harris, 
A. Rose, К. Clark, and F. Valasek, p. 411. 

"Moral Development in Childhood" by G. Medinnus, p. 496. 

"Studies in the Organization of Character" by H. Hartshorne and M. 
May, p. 432. 

“Homeostasis as a Unifying Concept in Personality Theory" by R. 

tagner, p. 3. 

"Personality Profiles of Adolescents" by R. Havighurst and H. Taba, 
p. 460. 3 
"Children's Textbooks and Personality Development: An Exploration 
in the Social Psychology of Education" by I. Child, E. Potter, and 
E. M. Levine, p. 479. 

"Youth and the Life Cycle" by E. Erikson, р. 38. 


"Personality and IQ Change" by J. Kagan, L. Sontag, C. Baker, and 
V. Nelson, р. 284. i 


Ys Theoretical Framework for Personality and Social Behavior" by R- 
ears, p. 85. 

"Conscience and Conflict: The Moral Force in Personality" by W. 
Allinsmith, p. 380. 

"Intellectual Malfunctioning and Personality" by E. Weisskopf, p. 385. 
"Some Psychosomatic Aspects of Childhood" by L. Sontag, p. 466. 
"Negativism as a Phase of Ego Development" by D. Ausubel, p. 475. 
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“Self-Acceptance and Adjustment" by C. Taylor and A. Combs, p. 
502. 

"Social and Personal Changes Following Nondirective Group Play 
Therapy" by L. Fleming and W. Snyder, p. 567. 

"Psychological Privation in Infancy and Subsequent Adjustment" by 
W. Goldfarb, p. 79. 


XII. Development and Educational Achievement: Academic Growth 


(C) 


(C&C) 


(C&C- 
RHL) 
(DeC) 


(H) 


(K&T) 


(M&W) 


(N) 


"Questioning Some Assumptions Underlying Current Achievement 
Testing" by V. Sims, p. 580. In (R&A) p. 471. 

"Individual Differences and Curriculum Practice" by W. Cook, p. 
330. In (R&R) p. 194. 

"Concepts of Growth: Their Significance for Teachers" by W. Olson 
and B. Hughes, p. 65. 

“Boys and Girls—Are There Significant Ability and Achievement Dif- 
ferences?" by W. Clark, p. 247. 

"The Relationship of Intelligence and Achievement to Birth Order, 
Sex of Sibling, and Age Interval" by S. Schoonover, p. 250. 

"Creative Thinking Through the Language Arts" by E. Torrance, 
p. 436. 

"Viewpoints from Related Disciplines: Human Growth and Develop- 
ment" by D. Ausubel, p. 67. 

“A Dispute About Reading" by В. Brown, p. 338. 

"Education and the Psychology cf Individual Differences" by P. 
Vernon, p. 482. In (M&W) p. 233. 

"A Comparative Study of Achieving and Underachieving High School 
ral High Intellectual Ability" by E. Frankel, р. 501. In (N) 
р. З 

"Identity and Interpersonal Competence" by N. Foote and L. Cot- 
trell, p. 55. 

"Cases Illustrating Psychoanalytic Contributions to the Problems of 
Reading Disabilities” by P. Blanchard, p. 503. 

“Teacher Interactions with Boys as Contrasted with Girls” by W. 
Meyer and G. Thompson, p. 510. 

"Age of Onset of Academic Underachievement in Bright Children” 
by M. Shaw and J. McCuen, p. 519. 

“Some Generalizations Regarding Vocational Development” by D. 
Super, et al., p. 527. 

"The Effect of Promotion Policy on Academic Achievement" by G. 
Kowitz and C. Armstrong, p. 369. 

"Effect of Age of Entrance into Grade I Upon Achievement in Ele- 
mentary School" by I. King, p. 74. 

"When Should Children Begin to Read?" by M. Morphett and C. 
Washburne, p. 83. х 

"The Discovery and Encouragement of Exceptional Talent" by L. 
Terman, p. 128. 

“To Promote or Not to Promote?” by J."Goodlad, р. 239. 


“The Effectiveness of an Approach to the Problem of Varying Abili- 


ties in Teaching Reading” by R. Hart, p. 298. 
“Evaluation—More Than Testing” by H. Heffernan, р. 497. 
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(R&A) 
(R&R) 


(S) 


(St) 


"What Does Research Say About Self-Evaluation?" by D. Russell, 
p. 509. 

"Compulsivity, Anxiety, and School Achievement" by J. Grimes and 
W. Allinsmith, p. 420. 

"Theories of Behavior and Some Curriculum Issues" by G. Anderson, 
p. 188 

“How Well Do Elementary School Teachers Understand Child Be- 
havior?" by C. Stendler, p. 162. 

"Sex Differences in the Distribution of Teacher Approval and Dis- 
approval Among Sixth Grade Children" by W. Meyer and G. Thomp- 
son, p. 169. 

"The Effect on Pupil Growth of an Increase in Teacher's Understand- 
ing of Pupil Behavior" by R. Ojemann and F. Wilkinson, p. 178. 
"Concept Formation in Children of School Ages" by W. Vinacke, 
p. 294. 

"Developing an Understanding of Human Behavior at the Elemen- 
tary School Level" by F. Stiles, p. 383. 

"Achievement, Creativity, and Self-Concept Correlates of Teacher- 
Pupil Transactions in Elementary Schools" by R. Spaulding, p. 313. 


XIII. The Child in the Family 


(B) 


(D) 
(H) 


(K&T) 


(M&S) 


(M&W) 


(MCK) 


(S) 


« 


р 
"Aggression їп Doll Play" by H. Levin and R. Sears, p. 286. 
"Patterns of Child Rearing" by R. Sears, E. Maccoby, and H. Levin, 

p. 222. 

“The Child Rearing Process" by R. Sears, E. Maccoby, and H. Levin, 
p. 244. 

"The Effect of Home Environment on Nursery School Behavior" by 
A. Baldwin, p. 337. 

"Methods of Child-Rearing in Two Social Classes" by E. Maccoby, 
p. 380. 

"Backgrounds of Well-Adjusted Children" by G. Langdon and I. 
Stout, p. 70. 

"The Changing American Child—A Speculative Analysis” by U. Bron- 
fenbrenner, p. 83. i 

“Parent-Child Relations and Parental Personality in Relation to Young 
Children's Sex-Role Preferences" by P. Mussen and E. Rutherford, 
р. 225. 

"Social Class and Parental Values" by M. Kohn, p. 345. 

"Relationships between Dependence on Adults and Social Acceptance 
by Peers" by H. Marshall and B. McCandless, р. 367. 

"Parents" Attitudes and Behaviors and Grade School Children's Aca- 
demic Achievements" by V. Crandall, R. Dewey, W. Katkovsky, and 
A. Preston, р. 400. 

‘Personality Development in the Family” by R. Sears, р. 117. 

"The Child's Perception of the Parent" by J. Kagan, p. 138. 


"The Assertive Behavior of Children as Related to Parent Behavior" 
by C. Meyer, р. 141. 


Study of Child Rearing" by R. Sears, E. Maccoby, H. Levin, 
. 547. 
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(St) “The Later Effects of an Experimental Modification of Mothering” by 
H. Rheingold and N. Bayley, p. 86. 
“Nurturance and Nurturance-Withdrawal in Relation to the Depend- 
ency Behavior of Preschool Children” by W. Hartup, p. 224. 
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Child Development Abstracts and Bibliography (Chicago: University of Chicago 
Press). 

Child Psychology, ed. Harold Stevenson, 62nd Yearbook of the National Society 
for the Study of Education, Part I (Chicago: University of Chicago Press), 
1963. 

Encyclopedia of Educational Research, ed. Chester Harris, 3rd ed. (New York: 
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Manual of Child Psychology, ed. L. Carmichael (New York: John Wiley & Sons, 
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man (New York: Russell Sage Foundation), 1964. 

Review of Educational Research (Washington, D.C.: American Educational 
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neapolis 14, Minnesota 

Institute for Child Study, University of Maryland, College Park, Maryland 
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Name 


1. 


PUPIL'S INTEREST RECORD 
ET RECORD 


Date Grade 
EE z—— 
Names of siblings (list, beginning with oldest child) 


—————— 
UU ee 
When you have time to do just as you Please, what do you like best to do? 


= 


What are the names of your three best friends? 
с җе тк И» "тт 
Do you take special lessons outside of school? Do you like them? 


Is there some other kind of specíal lesson you would like to take? 


Do you listen to the radio at home? How much? When? 


Favorite program: 1 2. 
———— 


Do you watch television at home? 


Favorite program: 1 2 3 
SSSI OEE 


If you were going to be in a show/play, what kind of person would you like to 
pretend to be? Why? 


If you were going to pretend to be an animal, what animal would you like to 


be? Why? 


Which of these Places would you like best to go: 1. Farm 2. Circus __ 


3. Zoo 4. Museum 5. Concert 6. Stage play 7. Ball game __ 


What would you like to be when you grow up? Why? 
e BEES 


Do you have a hobby? Do you collect anything? 
—— 


What subject do you like best in school? 


——————MÉÁÁ 
—————MM РЕЛЕ ЕИ 


If you could have three wishes that could come true, what would you wish? 


Have you ever told these wishes to anyone else? To Whom? 
Have any of your wishes ever come true? 6—6 
Most children sometimes feel afraid--what are some of the things that make you 


feel afraid? 
-a __ ВЛ 


Do you like to read? Does someone read to you? What are the 
names of some books you have read or that have been read to you? 


m——————ÀÀ—— cám IACTA unt 


What subject do you like least in School? 


SENTENCE COMPLETION 


Nothing makes me more angry than 
What people like most about me is 

I feel bad when 

I'd like to have my picture taken when 
People think of me as 

What gets me in trouble is 

I think of myself as 

People who tell you what to do 

Iam happiest when 

Ican't 

Iam nervous when 

I feel afraid when 

Ilike 

I wish 

My greatest worry 

Ithink my future 

My ambition 

The kind of animal I would most like to be 
The two most beautiful things I've seen 


I'd like to know 
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IAM A PERSON WHO 


VERY A 
MUCH | LITTLE | NOT 
LIKE LIKE 
1 AM A PERSON WHO ME ME 

1s. HAS MANY FRIENDS, X 

2d. NEEDS A LOT OF HELP, 

SL. HAS TROUBLE GOING TO SLEEP AT NIGHT, 

4a, USUALLY DOES WELL IN SCHOOL, 

5s. LIKES TO PLAY ALONE RATHER THAN WITH 


OTHER CHILDREN, 


6a, SHOWS I AM BOTHERED WHEN I LOSE A GAME, 
7n. IS SICK A LOT, 


82. ALWAYS GETS MY WAY, 


9L. FEELS I HAVE TO FIGURE OUT MY OWN 
PROBLEMS, 


10a, IS OFTEN TIRED DURING THE DAY, 


11а, IS GOOD AT A LOT OF THINGS, 


12s. ALWAYS LIKES TO DECIDE WHAT TO DO WHEN 
WE PLAY, 


HAS A MOTHER AND FATHER WHO ARE AS NICE 
AS THE PARENTS OF MY FRIENDS, 


14n, USUALLY FEELS WELL, 


15s. LIKES TO SIT AND DAYDREAM, 


16a, CAN'T DO ANYTHING VERY WELL, 


17s, ALWAYS LIKES TO LET OTHER PEOPLE DECIDE 
WHAT TO PLAY, 


THINKS THAT MOST PEOPLE TREAT ME FAIRLY, 


FEELS THAT SOMETHING BAD WILL HAPPEN, 
DOESN'T CRY MUCH, 


IS PUNISHED A LOT FOR LITTLE THINGS, 


APPENDICES 


VERY 


MUCH | LITTLE| NOT 
LIKE 
I AM A PERSON WHO ME | 


A 


LIKE | LIKE 
ME ME 


22a, 


IS USUALLY FULL OF PEP AND ENERGY DURING 
THE DAY, E 


OFTEN GETS MY FEELINGS HURT, 


23L, 

24a, USUALLY HAS A LOT OF FUN, 

25L, WOULD LIKE TO DO MORE THINGS WITH MY 
FAMILY INSTEAD OF WITH FRIENDS, 

268. FEELS THAT PEOPLE LIKE ME AS WELL AS 
THEY SHOULD, 

— 

27d, LIKES TO WORK BY MYSELF. 

28s, THINKS THAT OTHER PEOPLE ARE HARD TO GET 
GET ALONG WITH, 

29L, WOULD LIKE TO DO MORE THINGS WITH 
FRIENDS INSTEAD OF WITH MY FAMILY. 

30L, FEELS THAT MY PARENTS THINK I AM ALL 


RIGHT, 


FINDS THAT OTHER PEOPLE ARE USUALLY 
FRIENDLY, 


LIKES TO BE BUSY DOING THINGS, 


HAS PARENTS WHO DON'T UNDERSTAND ME, 


GETS ALONG BEST WHEN I PAY ATTENTION 
TO OTHER PEOPLE'S FEELINGS, 


SELDOM DOES WELL IN SCHOOL, 


GETS ANGRY EASILY, 


FINDS IT EASY TO PLAY BY MYSELF WHEN 
I HAVE TO, 


39a. 


40d, 


DOESN'T PAY MUCH ATTENTION TO THE 
FEELINGS OF OTHER PEOPLE, 


DOESN'T GET ANGRY VERY OFTEN. 


FEELS I HAVE TROUBLE BECAUSE OTHER 
PEOPLE DON'T HELP ME, 


413 


HEIGHT AGES FOR GIRLS 


Height Height Height Height Height Height Height Height 
in Inches Age in Inches Age in Inches Age in Inches Age 


33.0 24 42.9 69 52.3 114 60.3 159 
33.3 25 43.2 70 52.5 115 60.4 160 
33.7 26 43.4 71 52.7 116 60.6 161 
34.1 27 43.7 72 52.9 117 60.7 162 
34.4 28 43.9 73 53.1 118 60.9 163 
34.6 29 44.1 74 53.3 119 61.0 164 
34.9 30 44.3 75 53.6 120 61.2 165 
35.2 31 44.6 76 53.8 121 61.4 166 
35.5 32 44.9 77 53.9 122 61.6 167 
35.7 33 45.3 78 54.1 123 61.8 168 
35.9 34 45.7 79 54.2 124 61.9 169 
36.2 35 46.0 80 54.3 125 62.0 170 
36.4 36 46.4 81 54.5 126 62.1 171 
36.7 37 46.7 82 54.7 127 62.3 172 
36.9 38 47.0 83 54.9 128 62.4 173 
37.1 39 47.4 84 55.0 129 62.5 174 
37.3 40 47.6 85 55.2 130 62.6 175 
37.5 41 47.7 86 > 55.3 131 62.7 176 
37.8 42 47.9 87 55.5 132 62.8 177 
38.0 43 48.0 88 55.6 133 62.9 178 
38.3 44 48.2 89 55.8 134 63.0 179 
38.5 45 48.3 90 56.0 135 63.1 180 
38.7 46 48.5 91 56.1 136 63.3 183 
39.0 47 48.6 92 56.3 137 63.4 186 
39.3 48 48.7 93 56.4 138 63.6 189 
39.5 49 48.8 94 56.6 139 63.7 192 
39.6 50 49.0 95 56.8 ! 140 63.8 204 
39.8 51 49.1 96 57.0 141 
40.0 52 49.2 97 57.2 142 
40.2 53 49.4 98 57.3 143 
40.4 54 49.5 99 $7.5 144 
40.7 55 49.7 100 57.6 145 
41.0 56 49.8 101 57.8 146 
41.2 57 50.0 102 58.0 147 
41.3 58 50.1 103 58.2 148 
41.5 59 50.3 104 58.4 149 
41.7 60 50.5, 105 58.6 150 
41.9 61 50.6 106 58.8 151 
42.0 62 50.8 107 59.0 152 
42.2 63 51.0 108 59.2 153 
42.3 64 51.3 109 59.4 154 
42.4 65 51.5 110 59.6 155 
42.5 66 51.7 111 59.8 156 
42.6 67 51.9 112 60.0 157 
42.8 68 52.1 113 60.1 158 


The charts on this and the following five pages are from Willard G. 
Olson and Byron O. Hughes, Manual for the Description of Growth in 
Age Units. Ann Arbor: University Elementary School, University of 
Michigan, 1950. 


WEIGHT AGES FOR GIRLS 


Weight Weight Weight Weight Weight Weight Weight Weight 
in Pounds Age in Pounds Age in Pounds Age in Pounds Age 


24.6 24 38.9 69 65.1 114 98.7 159 
25.0 25 39.4 10 65.7 115 99.5 160 
25.4 26 39.8 71 66.4 116 100.3 161 
25.8 21 40.3 12 67.1 117 101.1 162 
26.1 28 41.2 73 67.8 118 101.9 163 
26.5 29 42.0 74 68.5 119 102.7 164 
26.9 30 42.8 15 69.2 120 103.5 165 
21.2 31 43.6 16 69.7 121 104.3 166 
27.6 32 44.5 17 70.3 122 105.1 167 
27.9 33 45.3 78 70.8 123 106.0 168 
28.2 34 46.1 19 71.4 124 107.0 169 
28.5 35 46.9 80 71.9 125 108. 0 170 
28.8 36 47.7 81 72.5 126 109.0 171 
29.3 37 48.5 82 73.0 127 110.0 172 
29.7 38 49.3 83 73.6 128 111.0 173 
30.2 39 50.2 84 74.1 129 112.0 174 
30.5 40 50.5 85 174.1 130 113.0 175 
30.8 41 50.8 86 75.2 131 114.0 176 
31.0 42 51.1 87 75.8 132 115.0 177 
31.2 43 51.4 88 76.5 133 ^ 116.0 178 
31.3 44 51.7 89 11.1 134 117.0 179 
31.5 45 52.0 90 71.8 135 118.0 180 
31.7 46 52.3 91 18.4 136 119.5 183 
32.0 4T 52.6 92 19.0 - 137 121.0 186 
32.2 48 52.9 93 19.6 138 122.0 189 
32.6 49 53.2 94 80.3 139 123.0 192 
33.1 50 53.5 95 81.0 140 124.0 195 
33.6 51 53.8 96 81.7 141 125.0 200 
33.7 52 54.5 97 82.4 142 126.0 204 
33.9 53 55.1 98 83.0 143 
34.0 54 55.7 99 83.7 144 
34.5 55 56.3 100 . 84.7 145 
35.0 56 56.9 101 85.8 146 
35.4 57 51.6 102 86.8 147 
35.6 58 58.2 103 87.9 148 
35.8 59 58.8 104 88.9 149 
36.1 60 59.4 105 90.0 150 
36.3 61 60.0 106 91.0 151 
36.6 62 60.6 107 92.1 152 
36.8 63 61.2 108 93.1 153 
37.1 64 61.8 109 94.2 154 
37.3 65 62.5 110 95.2 155 
37.6 66 63.1 111 96.3 156 
38.0 61 63.8 112 97.1 157 
28.5 68 64.4 113 97.9 158 
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AGE EQUIVALENTS FOR GIRLS FOR THE ERUPTION OF PERMANENT TEETH 
AND FOR THE STRENGTH OF GRIP 


TEETH GRIP 
Number Dental Grip Grip 
of Teeth -Age _ Kilograms Age Kilograms Age 

1 69 1.5 28.0 19.5 128 
2 71 2.0 30.5 20.0 132 
3 73 2.5 33.0 20.5 135 
4 74 3.0 35.5 21.0 138 
5 T 3.5 38 21.5 141 
6 80 4.0 40 22.0 144 
7 83 4.5" 42 22.5 146 
8 86 5.0 45 23.0 148 
9 89 5.5 48 23.5 150 
10 92 6.0 50 24.0 152 
11 97 6.5 52 ?4.5 154 
12 103 7.0 55 25.0 156 
13 108 1.5 57 25.5 158 
14 112 8.0 60 26.0 160 
15 116 8.5 63 26.5 162 
16 118 9.0 67 27.0 164 
17 121 9.5 71 27.5 166 
18 123 10.0 15 28.0 168 
19 126 10.5 79 28.5 170 
20 128 Z 11.0 83 29.0 172 
21 130 11.5 86 29.5 174 
22 133 12.0 89 30.0 176 
23 136 12.5 92 30.5 178 
24 138 13.0 95 31.0 180 
25 141 13.5 98 31.5 183 
26 145 14.0 100 32.0 186 
27 152 14.5 102 32.5 189 
28 153 15.0 104 33.0 _ 192 
15.5 106 33.5 195 
16.0 108 34.0 198 
16.5 111 34.5 201 
17.0 113 s 35.0 204 

17.5 116 

18.0 118 

18.5 121 


19.0 124 


HEIGHT AGES FOR BOYS 


Height Height Height Height Height Height Height Height 
in Inches Age in Inches Age in Inches Age in Inches Age 


33.8 24 45.8 74 54.1 124 63.1 174 
34.1 25 46.0 15 54.2 125 63.5 175 
34.4 26 46.2 76 54.3 126 63.7 176 
34.6 27 46.4 17 54.4 127 63.9 177 
34.8 28 46.6 78 54.5 128 64.1 178 
35.0 29 46.8 19 54.7 129 64.2 179 
35.2 30 47.0 80 54.8 130 64.3 180 
35.5 31 41.2 81 55.0 131 64.5 181 
35.9 32 41.4 82 55.2 132 64.7 182 
36.2 33 47.6 83 55.3 133 64.9 183 
36.4 34 41.9 84 55.4 134 65.1 184 
36.6 35 48.0 85 55.6 135 65.3 185 
36.9 36 48.2 86 55.7 136 65.5 186 
37.2 37 48.3 87 55.9 137 65.7 187 
37.4 38 48.5 88 56.1 138 65.9 188 
37.6 39 48.6 89 56.3 139 66.1 189 
37.9 40 48.8 90 56.4 140 66.3 190 
38.2 41 48.9 91 56.5 141 66.5 191 
38.4 42 49.1 92 56.6 142 66.8 192 
38.6 43 49.2 93 56.8 143 66.9 193 
38.9 44 49.4 94 57.0 144 67.0 194 
39.1 45 49.5 95 51.2 » 145 67.1 195 
39.2 46 49.7 96 57.4 146 67.2 196 
39.3 41 49.8 97 57.6 147 67.3 197 
39.4 48 49.9 98 57.8 148 67.4 198 
39.5 49 50.1 99 58.0 149 61.5 199 
39.8 50 50.2 100 58.3 150 61.6 200 
40.1 51 50.3 101 58.5 151 67.7 201 
40.3 52 50.5 102 58.7 152 67.8 202 
40.5 53 50.6 103 58.9 153 67.9 203 
40.7 54 50.7 104 59.2 154 68.0 204 
41.0 55 50.9 105 59.4 155 68.1 205 
41.3 56 51.0 106 59.6 156 68.2 206 
41.6 57 51.2 107 59.8 157 ^ 68.3 207 
41.7 58 51.3 108 60.0 158 68.4 208 
41.8 59 51.4 109 60.1 | 159 68.5 209 
42.0 60 51.6 110 60.3 160 68.6 210 
42.1 61 51.8 111 60.5 161 68.7 211 
42.2 62 52.0 112 60.7 162 68.8 212 
42.3 63 52.2 113 60.9 163 68.9 213 
42.6 64 52.4 114 61.1 164 69.0 214 
43.0 65 52.6 115 61.3 165 69.1 215 
43.3 66 52.8' 116 61.5 166 . 69.2 216 
43.5 67 52.9 117 61.7 167 

43.7 68 53.1 118 61.9 168 

44.0 69- 53.3 119 62.1 169 

44.5 10 53.5 120 62.3 170 

45.0 71 53.6 121 62.5 171 

45.4 72 53.8 122 62,7 172 


WEIGHT AGES FOR BOYS 


Weight Weight Weight Weight Weight Weight Weight Weight 
in Pounds Age in Pounds Age in Pounds Age in Pounds Age 


26.3 24 44.1 74 67.8 124 104.0 174 
26.6 25 44.8 75 68.3 125 105.0 175 
26.9 26 45.5 76 68.8 126 106.0 176 
27.2 27 46.1 77 69.3 127 107.0 177 
27.6 28 46.7 78 69.8 128 108.0 178 
28.0 29 47.3 79 70.3 129 109.0 179 
28.4 30 48.0 80 70.8 130 110.0 180 
28.8 31 48.6 81 71.4 131 111.0 181 
29.2 32 49.2 82 71.9 132 112.0 182 
29.6 33 49.8 83 72.5 133 112.8 183 
30.0 34 50.4 84 73.0 "134 113.6 184 
30.4 35 50.8 85 73.5 135 114.4 185 
30.8 36 51.1 86 74.0 136 115.2 186 
31.1 37 51.4 87 74.6 137 116.2 187 
31.4 38 51.7 88 75.1 138 117.2 188 
31.6 39 52.1 89 75.6 139 118.2 189 
32.0 40 52.4 90 76.1 140 119.2 190 
32.4 41 52.7 91 76.7 141 120.2 191 
32.9 42 53.0 92 71.3 142 1212 192 
33.4 43 53.4 93 77.8 143 122.0 193 
33.6 44 53.7 94 78.3 144 122.8 194 
34.0 45 54.1 95 79.1 145 123.6 195 
34.3 46 54.4 96 80.0 146 124.4 196 
34.6 47 54.9 97 80.8 147 125.2 197 
34.9 48 55.4 98 81.7 148 126.0 198 
35.0 49 55.9 99 82.5 149 126.8 199 
35.1 50 56.5 100 83.3 150 127.6 200 
35.2 51 57.0 101 84.1 151 128.4 201 
35.4 52 57.5 102 84.9 152 129.2 202 
35.6 53 58.0 103 85.8 153 130.0 203 
35.8 54 58.5 104 86.6 154 130.5 204 
36.2 55 59.0 105 87.5 155 131.3 205 
36.7 56 59.5 106 88.3 156 132.1 206 
37.1 57 60.1 107 89.1 157 132.9 207 
37.4 58 60.6 108 89.9 158 133.7 208 
37.7 59 61.0 109 90.7 159 134.5 209 
37.9 60 61.5 110 91.5 160 135.3 210 
38.0 -61 62.0 111 92.3 161 136.1 211 
38.2 62 62.4 112 93.1 162 136.9 212 
38.4 63 62.8 113 94.0 163 137.7 213 
38.8 64 63.3 114 94.8 164 138.4 214 
39.5 65 63.8 115 95.6 165 139.2 215 
40.2 66 64.2 116 96.4 166 140.0 216 
40.5 67 64.6 117 97.2 167 
40.7 68 65.0 118 98.1 168 
41.0 69 65.4 119 99.0 169 
41.6 70 65.9 120 100.0 170 
42.3 71 66.4 121 101.0 171 

. 42.9 72 66.9 122 10210 172 


43.5 73 67.3 123 103.0 173 
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AGE EQUIVALENTS FOR BOYS FOR THE ERUPTION OF PERMANENT TEETH 
AND FOR THE STRENGTH OF GRIP 


TEETH 


Number Dental 


of Teeth Age 


70 
73 
76 
78 
81 


83 
85 
88 
92 
96 


101 
107 
113 
118 
122 


125 
127 
131 
134 
136 


138 
139 
143 
144 
146 


150 
156 
159 


Kilograms 


Grip 
Age 


28 
30 
33 
35 
37 


39 
41 
44 
46 
48 


51 
53 
55 
57 
59 


63 
67 
71 
75 
79 


83 
86 
89 
92 
95 


97 
99 
101 
103 
105 


107 
110 
112 
115 
118 


GRIP 


Kilograms 


20.0 
20.5 


Grip 
Age 


121 
124 
127 
130 
133 


136 
139 
142 
144 
146 


148 
149 
151 
152 
154 


155 
157 
159 
162 
164 


167 
169 
172 
175 
177 


180 
182 
183 
184 
186 


187 
189 
190 
191 
193 


Kilograms 


37.5 
38.0 
38.5 
39.0 
39.5 


Grip 
Age 


195 
196 
197 
199 
200 


201 
203 
205 
206 
207 


209 
210 
211 
213 
214 


216 
217 
219 
220 
221 


223 
225 
226 
229 


419 


SWVN 


421 
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APPENDICES 


CHILD STUDY OUTLINE 


(last) (first) 
Age Date of Birth Birthplace 


Sex Church Membership 


Parents' Nanie Address 


Parents' Occupation Socio-economic status 


Parents' Attitude: cooperative, indifferent, actively uncooperative, belligerent 


Family Atmosphere: 


Family Constellation (List siblings chronologically): 


Reason for Referral: 
A General Statement of Problem: 
Duration of Symptoms: 


Health— General Physical Condition: 
Physician 


Previous Clinical Record: 


Summary of Preschool Developmental History and Present Status: 


School Progress and Attendance: 
1. Reasons given by teachers for unusual achievement 
2. Child's greatest asset 
3. Child's best work 
4. Child's poorest work 


School Test Data: 
1. Mental, intellectual 
2. Achievement 
3. Personal-social 


Evaluation of Child's Academic Growth, Grades, Teacher Evaluations: 


Child Study Techniques Utilized: 
Autobiography 
Interest Record 
S.R.A. Jr. Inventory 
Developmental History 


[— 


ET 
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Child Study Techniques Utilized (continued): 
Sentence Completion 
Life Style Guide 
Early Recollections 
Sociometric 


Developmental Factors— provide anecdotal evidence: 
l. Physical, organismic quotient 
2. Love relationships 
3. Cultural 
4. Peer relation 
5. Self-concept 
6. Adjustment mechanisms 


Values, Purposes, Faulty Assumptions: 
Developmental Tasks Level: 


Management of Life Tasks by the Child: 
Social— 
Peers 
Adults 
Work— 
School 
Outside of school 
Sex Role— 
Values 
Purposes, goals 
Faulty assumptions 


Corrective Actions Utilized: 


Specific Encouragement Factors: 
Home 
School 
Recommendations 
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